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ABSTRACT
Once considered an additional support for schools, family engagement became a more essential
aspect of education to help connect teachers with family members in an effort to increase
positive academic outcomes among students. The purpose of this qualitative case study was to
examine the current practices and perspectives of family engagement practices promoted by
classroom teachers who currently teach at a high school in a rural setting. Bronfenbrenner’s
Ecological Systems Theory and the Teacher Efficacy Theory based on Bandura’s Social
Cognitive Theory were two influences of the theoretical framework for this study. The two
research questions examined teachers’ current practices and perspectives that promote student
learning in the classroom and whether the family engagement practices enhanced or inhibited the
relationship between teacher and student in the classroom. Data was collected through interviews
with four participants from the “Pocahontas High School” located in North Georgia. The
significance of the study, a literature review, methodology, and findings of this study were also
provided in detail.

Keywords: family engagement, case study, benefits, barriers, rural, social, cultural, Title I Laws
and mandates, equality, equity, partnership, teacher self-efficacy, Bronfenbrenner’s Ecological
Systems Theory, Teacher Self-Efficacy Theory, Bandura’s Self-Efficacy Theory
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DEDICATION
This body of work is dedicated to those students who do not think they can make their
dreams come true. You can do it; you will do it, and you must keep trying until you make your
dream a reality. It takes time, hard work, and dedication. While it is not easy, the feeling of
accomplishment is unlike any other. Whether small dreams or large dreams, keep going. When
you reach your dreams, make new ones and continue on. You can do it!
“Don’t limit yourself. Many people limit themselves to do what they think they can do.
You can go as far as your mind lets you. What you believe, remember, you can achieve.”
-Mary Kay Ash
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CHAPTER ONE
Simply put, schools have become complicated. Changes in curriculum, approaches to
behavior management, instructional strategies and delivery, as well as technology have shifted
multiple times throughout the last several decades in an attempt to develop a more cohesive
public education system. These shifts and changes were made with the overlying goal of
increasing positive academic outcomes among students (Breschley, 2012). Family engagement
was one facet of education that was developed with expanded responsibilities of schools, parents,
and community stakeholders in an effort to support student success (ExpandED Schools, 2014).
Today, family engagement extends support to not only to the child, but to the family, thus
providing support to the student who attended school (Ridnouer, 2011). Pocahontas High School
is a pseudo-name I chose to use to label the study site.
This study aimed to provide a better understanding of practices and perspectives of
family engagement bolstered by teachers in an effort to support student learning in the
classroom. This perspective of cultivating family engagement brought forth a more effective and
productive environment to allow students to become more successful in all facets of life
(Ridnouer, 2011). Additionally, the engagement of family members by teachers provided a more
effective and positive learning environment to encompass the child’s well-being academically,
socially, and behaviorally and further fostered an earnest and sincere relationship between
teachers/schools, family members, and students (Fenton, et al., 2017). Although trite, one could
have said that it truly took a village—an engaged village—to achieve the most successful
outcomes.
Background
The Role of Engagement in Education and Special Education
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Family engagement evolved from laws and acts designated by the federal government to
initially include parental involvement. As part of the No Child Left Behind Act (NCLB) of 2001
(2002), reauthorization of the Elementary and Secondary Education Act of 1965 (1994), and
Improving America’s Schools Act of 1994 (1994), all schools designated with a Title I, Part A of
ESEA were required to develop policies and implement strategies to improve student
achievement (U.S. Department of Education [USDOE], 2018, p. 5). All schools designated with
a Title I distinction were provided additional resources. The Title I distinction was given to
schools that had a higher concentration of poverty (Evans & Radina, 2014). During the 20152016 school year, the total number of public elementary and secondary schools in operation was
98,456. This total number included all public schools eligible for Title I distinction, charter
schools, and magnet schools (Glander & National Center for Education Statistics [NCES], 2017).
Of the 98,456 schools, 53,669 or 54% of these schools were designated with the Title I district
distinction (Glander & NCES, 2017).
The Every Student Succeeds Act (Every Student Succeeds Act [ESSA], 2015, 2016) was
the latest reauthorization of the No Child Left Behind Act (NCLB, 2002) and officially
incorporated a family engagement policy that redefined the original parent involvement policy
“to provide all children significant opportunity to receive a fair, equitable, and high-quality
education, and to close educational achievement gaps” (National Conference of State
Legislatures [NCSL], 2015, p. 1) In recent years, these policies gave way to a new mindset held
by school districts to revitalize their position, intent, and implementation of family engagement
as part of the Family and Engagement Education Act of 2011 (Mapp, 2012). The Family and
Engagement Education Act enacted in 2011 and 2013 ensured that family and community
engagement strategies were implemented at the local school level. ESSA (2015) also specifically
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stated “parents and communities have the right to engage and help drive financial, programmatic
and policy decisions” (The Leadership Conference Education Fund, 2016, p. 5). In support,
thirty-nine states “enacted laws calling for the implementation of family engagement policies”
(Mapp, 2012, p. 5), which was why many School Improvement Plans, whether they were
designated as having a Title I status or not, included a Family Engagement section to present
evidence of at least one school goal and supplementary learning objectives to specifically show
both what and how local schools engaged families on an annual basis.
Federal mandates such as No Child Left Behind (NCLB, 2002) and Individuals with
Disabilities Education Act (IDEA, 2004) made parental participation mandatory when working
with students with disabilities in an effort to improve parent participation and the student’s
education (Collier, et al., 2015). This was done in an effort to address the needs of the whole
child (Collier, et al., 2015). These federal guidelines required school personnel to view families
as “equal partners in the schooling process” (Miller, et al., 2013, p. 150) and “are given
opportunities to participate in regular, two-way, and meaningful communication involving
student learning, assist in their child’s learning and serve as full partners in their child’s
education” (p. 150-151). Through these collaborations, many researchers found that participation
and involvement gave way to engagement when implemented and developed correctly and
reflected more positive outcomes as a result (Miller, et al., 2013). The relationships between
teachers and students was previously thought to be the most influential relationship to support
and propel students’ academic success. Although the teacher-student relationship was significant,
researchers indicated that family engagement within the context of the school served to link,
support, and strengthen student success in the classroom and beyond (Rimm-Kauffman &
Sandilos, 2018).
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Family engagement, once considered an extra benefit to schools, was then considered to
be an influential factor in the public education system and served multiple purposes, such as
improving student achievement, reducing absenteeism, improving relationships between family
members, teachers, and community stakeholders (Rimm-Kauffman & Sandilos, 2018). As a
result, public schools became more aware of the constant shift that needed to occur to enable
students to learn and progress during their academic years. The reformation and restructuring of
school infrastructure and the development and improvement of relationships between families
and teachers/schools were all indications that change must occur to provide students with support
academically, socially, behaviorally, and with their health and well-being (Mapp, 2012; HiattMichael, 2003).
Problem Statement
There was a problem in a rural high school located in north Georgia. The problem, more
specifically, was that the family engagement goal was developed within the school improvement
plan for a school that did not accept Title I funds. While fulfillment of a school improvement
plan was a requirement for the school as a whole, teachers and staff were not given specific
guidance or a formal plan from the school or school district on how to accomplish the set school
improvement goals (Georgia Department of Education [GADOE], 2019). As a result, the role of
family engagement may not have been as pertinent to these teachers. To help address this
problem, a qualitative study was conducted to aid in the discovery of the current practices and
perspectives of family engagement by teachers at Pocahontas High School.
Statement of Purpose
The purpose of this qualitative case study was to examine the current practices and
perspectives of family engagement that teachers at Pocahontas High School were using to
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construct, develop, and maintain student learning in the classroom. The fundamental premise of
family engagement was to establish and develop relationships and partnerships between parents
and teachers, to ultimately help strengthen student success academically, socially, and
behaviorally, thus contributing to students’ overall health (Howe & Covell, 2013). The
underlying goal that made family engagement necessary was to help “close the educational
achievement gap” (Henderson, 2015, p. 1) on the inequalities of educational achievement that
stemmed from child and family poverty, lack of parent/guardian’s education, and lack of
parent/family involvement. These inequalities were proven to be major sources that contributed
to student achievement gaps. However, research suggested that family engagement was a strong
combatant to reducing inequities outside of school, such as accessing early childhood education,
quality healthcare, affordable housing, and summer or after school activities. Within the school
confines, family engagement could encourage an increase in attendance, test scores, graduation
rates, and attitudes toward school that existed in educational achievement (Evans & Radina,
2014).
The research questions provided the focus of this qualitative study as the researcher
determined teachers’ practices and perspectives of family engagement in a high school classroom
in a rural setting that was not directly mandated by state or federal agencies to focus on family
engagement for the enhancement of student learning, specifically:
•

How do current family engagement practices promoted by teachers at Pocahontas High
School develop student learning in the classroom?

•

Do teachers at Pocahontas High School consider family engagement practices to enhance
or inhibit the relationship between the student and the teacher in the classroom?

Significance of Study
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The overall significance of the research was to better understand and improve the
development and facilitation of family engagement by teachers within a rural high school setting.
The information collected provided perspective of how family engagement was approached and
then applied within the classroom by teachers that enhanced or inhibited student learning. While
family engagement helped support student learning and had shown success in schools, the
foundation of family engagement was rooted in the establishment and development of teacherfamily relationships. The continued cultivation of teacher-family relationships was in an overall
effort to allow the student to view these relationships as partnerships and for students to better
understand and recognize that their family also valued education and the additional opportunities
brought forth once their secondary education was complete (Naughton, 2004). Researchers were
very clear that family involvement, family engagement, and family participation were neverending (Goodall & Montgomery, 2014). Family engagement was not a one-shot solution or a
blanket solution to solve parent-teacher-student engagement and relational issues that a school or
school district had, but rather, family engagement provided the context in the form of a planning
instrument equipped with strategies and activities to help strengthen the support of students
through the teacher-family-student relationships that had been developed, fostered, and
maintained continuously for the betterment of all groups involved in the educational system
(Bartz, et al., 2018).
Conceptual Framework
The theory that underpinned the study was Bronfenbrenner’s Ecological Systems Theory
and Teacher Self-Efficacy Theory based on Bandura’s Self-Efficacy Theory, which provided
fundamental groundwork for this study. Based on these two theories, I proposed that family
engagement in rural schools was impacted by the following factors: social and cultural context
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that surrounded family engagement, which included educational equality and educational equity;
benefits of family engagement such as teacher-student relationships and family engagement
partnerships; barriers of family engagement including school settings, communication, and
logistics and schedules; and the integration of technology within family engagement.
Bronfenbrenner’s Ecological Systems Theory underscored that a child’s direct and indirect
relationships and surroundings would have a direct outcome on the child’s learning and
development. The Teacher Self-Efficacy Theory supported my proposal that student engagement
and learning could be achieved by the teacher’s own beliefs in their abilities, practices, and
perspectives of family engagement within their own classroom. My personal interests and goals
in family engagements, identity and positionality through the perspective of constructivism
presented these two theories and topical research within a literature review as an understructure
of my conceptual framework.
Definitions of Terms and Further Explanations
This section provided definitions of terms and explanations used in the field of education
that were also used and referred to within the study.
Terms
Equality: The same access to similar resources by all students. (Center for Public Education
[CPE], 2016).
Equity: When all students received the resources they needed so they could graduate prepared
for success after high school (CPE, 2016).
Family Engagement: Agency partners and a single family collaborated in making decisions that
addressed their child’s unique strengths and needs and considered the family’s ideas of success
(Youth.gov, n.d.).
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Partnership: Defined as collaborative initiatives and relationships among school personnel,
family members, and/or community members to build strength and resilience with children to
enhance their academic, personal, social, and college-career outcomes (National Education
Association [NEA], 2011).
Poverty: A pervasive human condition of being unable to obtain or provide a standard level of
food, water and/or shelter (Debt.org, 2012).
Rural: Defined as a territory outside these place boundaries, together with places smaller than a
selected population threshold (Cromartie & Bucholtz, 2008).
Title I: Federal statute that provided financial assistance to local education agencies (LEAs) and
schools with high numbers or high percentages of children from low-income families to help
ensure that children met challenging state academic standards (USDOE, 2019).
Explanation of Terms
Engagement Rather than Involvement
Before family engagement could be discussed, identification and delineation between
family involvement and family engagement had to be made. Family involvement and family
engagement were often used interchangeably. Upon closer analysis, the terms were not
interchangeable. Engagement was considered to be a more detailed or specific definition than the
word involvement. The National Education Association [NEA] (2019) described family
engagement as a shared responsibility, continuous from birth through young adulthood.
Garbacz, Herman, et al. (2017) defined family engagement, its purpose, and the use of the terms
within the context of an educational system. Their definition explained family engagement as a
broad term that reflected active, interactive, and dynamic processes and practices that family
members used with other key stakeholders as they engaged as partners. These partnerships
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cultivated between families and schools strengthened family/school communications and
contributed to enhanced student performance. Summer and Summer (2014) further explained
that involving family members and the community continually improved the foundation of
family engagement.
“The concept of parental involvement reflects overall a one-sided, linear communication
process which places emphasis on parental adaption to the values, learning strategies and
knowledge defined by the school” (Schneider & Arnot, 2018, p. 11). The attendance of parents
and guardians at a band concert, a sporting event such as a football or basketball game, or other
school sponsored event where parents were invited on a specific day or time represented family
involvement. The parental role was supportive but one of spectator.
In contrast, family engagement referred to a mutual exchange of values and knowledge
that might evolve from a parent/teacher conversation centered on the development of academic
goals for a student, based on student strengths and interests, combined with the family’s goals
and support. Family engagement placed emphasis on “reciprocity, empowerment, empathy,
change and opportunities for both parents and the school” (Schneider & Arnot, 2018, p. 11).
Family involvement provided families the opportunity to engage with school personnel briefly,
generally within an appointed time and date; however, the facilitation and decisions were made
by school personnel with minimal input from other stakeholders such as families, businesses, and
any of the community members that may be affected by the school or school district. Family
engagement, on the other hand, allowed for continuous communication and reciprocity between
stakeholders, which provided more frequent opportunities for interaction over an extended period
of time (Fenton, et al., 2017).

20
Because the terms ‘family engagement’ and ‘family involvement’ were so often used
interchangeably by teachers, the contextualization of the problem of practice became evident.
As teachers embedded, aligned, and implemented strategies in their classrooms, they may
have been unaware of inadvertently basing their strategies and techniques on the wrong concept.
As a result, the effectiveness of strategies and techniques were lessened, giving way to a reduced
effort being set forth with this particular facet of education to support student learning. (Fenton,
et al., 2017).
Family Rather Than Parent
The words ‘family’ and ‘parent’ were often used interchangeably when discussing the
field of engagement, however, in today’s world, a parent was not always the primary caregiver
for a student. Grandparents, aunts, uncles, and other designated guardians frequently fulfill the
parental role (Youth.gov, n.d.) “The term “parent” included, in addition to a natural parent, a
legal guardian or other person standing in loco parentis (such as a grandparent or stepparent with
whom the child lived, or a person who was legally responsible for the child’s welfare) [Section
9101(31), ESEA]” (USDOE, 2004, p. 3). In other words, these individuals were not considered
any different than a traditional parent and were to be looked upon as a meaningful stakeholder
who was seeking to improve student achievement and promote academic success (GADOE,
2019). For this review of information and the overall discussion of engagement, the word
‘family’ was used in place of ‘parent’ when referring to the field of engagement and engagement
practices (Miller, et al., 2013).
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CHAPTER TWO
Literature Review
Family engagement is considered to be fluid and must be adjusted continuously to allow
for changes and needs to be met to achieve positive outcomes (Evans & Kamine, 2011). For
family engagement to be the most effective and the most productive, many researchers agreed
that engagement must happen frequently and include interactions that are positive and genuine
between school personnel (primarily teachers) and the family (Ridnouer, 2011). This chapter
includes an examination of a theoretical framework, including Bronfenbrenner’s Ecological
Systems Theory (1979) and Teacher Self-Efficacy Theory based on Bandura’s Self-Efficacy
Theory (1977). Additionally, topical research includes (a) social and cultural context surrounding
family engagement in a rural setting; (b) benefits of family engagement; (c) barriers of family
engagement; and (d) integrating technology within family engagement. Additionally, current
research was gathered from peer-reviewed educational research journals, books, and other
research documents retrieved from the Internet, EBSCO databases, ProQuest databases, U.S.
Department of Education resources, and a state university library. Finally, the literature was
reviewed was given to provide the connections between the theoretical framework and topical
research for this case study.
Theoretical Framework
Bronfenbrenner’s Ecological Systems Theory
To provide a more thorough support to students while in the classroom, the principles of
Bronfenbrenner’s Ecological Systems Theory (1979) were examined. In 1979, Urie
Bronfenbrenner developed a model with five principles of human ecology to better understand
child development and how the social relationships around them either directly or indirectly
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influenced his or her learning and overall development. The five principles were represented in
concentric circles and also known as ‘systems.’ In this context, the innermost circle represents
the individual or child. Each system that encompassed the child houses a framework of
environments that Bronfenbrenner believed impacted the development of the child.
The five systems include: (1) Microsystem; (2) Mesosystem; (3) Exosystem; (4)
Macrosystem; and (5) Chronosystem. The development of a child is directly or indirectly
impacted by the relationships and interactions that are formed by the systems or environments
that surround the child who is considered the center circle. The first system, the Microsystem,
includes the child’s immediate environment from which he or she has the most interactions and
influence. For this system, the child’s direct interactions and greatest influences include family
members, school teachers, school friends, and home life such as neighbors and neighborhood
friends. The second system, the Mesosystem, is the relationship between the Microsystems. For
the Mesosystem, this may have been the interrelationship between the child and a teacher/school,
the child and their neighborhood, or a child and their peers. Surrounding the Mesosystem is the
Exosystem. This system contains the social systems that do not directly affect the child. An
example of this system would be the family member’s work environment. The student does not
directly interact with the family member’s work environment; however, the problems, successes,
or failures that effect the family member are brought home and indirectly affect the child. The
fourth system, the Macrosystem, is a broader system that includes the cultural and traditional
context of the child. For example, the diversity of a student who may have been an immigrant or
of a different religious faith than the majority of the students at school, may have a different
impact on the child’s views or actions. The final system, the Chronosystem, is the timing of the
events and circumstances that affect the child’s development. An example of this could be a
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death in the family or pet, a house fire, or a victim of child abuse. Bronfenbrenner indicates that
the influences of these multiple systems and subsequent development of the child are intricate
and complex (Bronfenbrenner, 1979). The ability for the systems to interact with each other can
aid or hinder the child’s ability to learn and how to cope with successes and failures that they
encountered.
Bronfenbrenner’s Ecological Systems Theory was used as a basis for this qualitative
study. Bronfenbrenner’s Ecological Systems Theory specifically addresses how one or more of
the systems or environments of a child’s life can influence them during their development
(Sandel, et al., 2016). Walker and Pattison (2016) indicate that Bronfenbrenner’s Ecological
Systems Theory has more rigidity due to the boundaries set by the systems. They also explain
that the well-being of the child as a whole be the main concern and that a child’s performance
academically should be viewed as a by-product of the child’s systems. Teachers must recognize
that the connections made with family members both directly and indirectly affect their
relationship with the student. Conversely, the relationship that teachers develop and maintain
with students in the classroom also directly and indirectly impacts their ability to successfully
engage family members. Thus, the application of family engagement by teachers is a key
component to decreasing the gaps in a child’s systems to help support the development of the
child more fully because of how the educational system and interactions of the teacher are
integrated within so many systems (Reschly & Christenson, 2012; Walker & Pattison, 2016).
Examining Bronfenbrenner’s Ecological Systems Theory as it ties into family
engagement, one might begin with teacher/student interactions at school as the microsystem. As
these interactions expand to family, family members, community interactions, and events, the
teacher gains a better understanding of the student and strengthens their connection with the
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student/family. As a result, the student is impacted by the social interactions and relationships
that have formed around him or her. These social relationships act like the strands of a web, with
each connection strengthening the ties to the student, while he or she continues to benefit either
directly or indirectly from the systems surrounding him or her. Thus, the child’s development is
impacted based on the types of interactions and social relationships that are established,
developed, and/or maintained throughout the student’s formative years. While the child will
spend the bulk of their childhood in school, teachers, as heavy influencers, have the ability to
provide essential, effective family engagement in this capacity (Neal & Neal, 2013). In other
words, Bronfenbrenner’s Ecological Systems Theory is the spider that produces the strands for
the web, and family engagement is the web that is created once the strands are attached by those
who influence and impact the student directly and indirectly.
Teacher Self-Efficacy Theory
Gavora (2010) defined teacher self-efficacy as a teacher’s own personal belief in their
ability to teach students efficiently and effectively through their ability to plan instruction and to
accomplish instructional objectives. A teacher’s own ability to accomplish or achieve a goal
successfully, even if it was difficult, underscored the validity of how teachers’ practices and
perspectives of family engagement in their classroom enhanced or inhibited student success in
this study. However, the Teacher Self-Efficacy Theory was heavily influenced by Bandura’s
Social Cognitive Theory from which the theory of self-efficacy was derived. Bandura (1977)
explained that the Self-Efficacy Theory was based on the belief in one’s own ability to influence
events that effected one’s life and control over the way these events were experienced. There are
four major factors for Bandura’s theory, which include mastery experience, vicarious experience,
verbal persuasion, and somatic and emotional state (Bandura, 1977). These four factors could
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also be applied to teaching rather easily. The first factor, mastery experiences, occurs when the
teacher is given an opportunity to master the skills, concepts, or tasks to become more proficient
and efficient in the field of teaching in order to increase self-efficacy. Vicarious experience
influences the perception of the teacher by using observations of the successes or failures of
other teachers. Oftentimes, vicarious experience is associated with coach/trainer, teacher/student,
student/client, and parent/child dynamic. These observations strengthen or weaken a person’s
ability or self-efficacy. For example, consider a teacher demonstrating cursive writing to students
in a classroom. Because the teacher demonstrates the ability to move the pencil or pen using
connecting strokes without releasing from the paper, the students also attempted to reflect selfefficacy by emulating the same task. Verbal persuasion is the third factor of the Self-Efficacy
Theory. This factor incorporates the ability to persuade or influence student achievement,
whether that is in the form of a task, skill, or goal. This influence or persuasion is most often in
the form of positive feedback or emotional support. For instance, a teacher who provides an
encouraging speech before a test is providing self-efficacy to his or her students. Finally, somatic
and emotional states are the fourth factor of the Bandura’s Self-Efficacy Theory. This factor
allows the person to consider their ability to succeed or fail based on the stress, anxiety, worry,
and fear that encompassed the task, skill, or goal. Thus, Teacher Self-Efficacy Theory could also
reinforce positive or negative thoughts of the emotions that could inhibit self-efficacy or the
ability to accomplish a task, skill, goal, etc. which could shift into a new, more permanent
behavior (Gray & MacBain, 2015).
The framework for this qualitative study drew upon the fundamental basis that teachers
use one or a combination of all these factors of Bandura’s Self-Efficacy Theory to construct and
implement classroom practices and perspectives of family engagement into their classroom as a
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form of student learning and support. Factors of teacher self-efficacy include the teacher’s ability
“to rebound from setbacks and [being] more willing to experiment with new ideas and
techniques.” (Kirk, 2021) The same basic foundation to create a multi-faceted framework to
enhance teacher-family-student partnerships became a paradigm that was interwoven into other
facets of education, such as a school’s behavior systems and academic support systems (Garbacz,
et al., 2018). Furthermore, teachers must also recognize and understand that the family-child
relationship is the most influential and closest relationship that the child holds, and thus, if the
relationship is ‘unstable,’ student success, especially in the areas of social and emotional
wellbeing—is severely impacted (Fenton, et al., 2017). However, teacher-family engagement is
crucial to a student’s academic success, and teachers should draw from their experiences and
knowledge to support the family-child relationship. In recent years, a focus of teacher selfefficacy has been connected with family engagement to increase in strengthen family
engagement. Changes in licensure requirements for teachers, embedding activities in coursework
from higher education institutions and continuing education classes, and incorporating activities
for preservice teachers have been developed (Mancenido & Pello, 2020). These changes have
been in an effort to reduce academic gaps and supporting adaptive developmental outcomes and
social/emotional development (Allensworth, et al., 201
Topical Research
This section contains five main topics that will include: (a) social and cultural context
surrounding family engagement within a rural setting; (b) benefits of family engagement; (c)
barriers of family engagement; and (d) integrated technology within family engagement. These
topics provided a connection between the theoretical research, the topical research, and the
qualitative case study.
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Social and Cultural Context Surrounding Family Engagement in a Rural Context
The popularity of family engagement vacillates within the public education system due to
“changes in social, economic, and political forces” (Evans & Kamine, 2011, p.122). At the same
time, schools and school districts rely more and more on these social constructs of family
engagement to aid in strengthening student learning, communicating between families and
schools, and sustaining family engagement policies (Evans & Kamine, 2011). Effective parental
involvement and family engagement programs were studied to determine the positive effect of
the socio-emotional development and social behavior of students. Bartz and Karnes (2018)
suggest that the parent involvement/family engagement programs had an even greater impact
than originally thought. Barnes and Karnes (2018) further explained that parent
involvement/family engagement programs extended learning for the student beyond school and
at the same time, strengthened components of the programs to benefit the families and students
regardless of their economic status.
Epstein (2011) stated all families who live in the same community are not the same.
Although these families share the same community resources, they have different socioeconomic
distinctions, availability to resources, and social characteristics. With this in mind, schools today
are faced with social issues that entwine children who struggle to fulfill basic needs, such as
food, shelter, clothing, and possibly emotional support, with other students who are provided
these basic necessities without potential hardship. For a portion of students, education is not their
priority. They can instead experience overwhelming tasks that seem unattainable at a time when
they were facing social and cultural barriers at every turn (Epstein, 2011). There is no single
solution to resolve all the issues that impact each individual school associated with family
engagement (Ferrara, 2011). Researchers believe that by meeting students’ needs and providing
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resources that are not centered around education and learning, schools could be viewed as allies
rather than adversaries and as a result, schools make strides toward developing a positive school
culture, and encourages willingness and motivation by family members and students alike
(Ferrara, 2011).
In recent years, with increasing social problems such as teen pregnancy, dropout rates,
drug and alcohol abuse, and teen suicide that schools faced, an emphasis on engagement with
families to support students’ overall success is a key facet in educational reform (DeSilver,
2018). A study conducted by Leo, Wilcox, and Lawson (2019) suggest that positive school
outcomes and effective engagement between teachers and families provide a history of better
graduation outcomes and are linked together through several decades of research. The vast
consensus of the research showed where strategies of using local resources in collaborative ways
engage families in a more culturally responsive way, especially as it pertains to power
imbalances that are a commonality, even with different demographic characteristics denoted. The
overall findings showed a more positive impact on student performance; however, the struggle of
developing and maintaining authentic partnerships with families remained (Leo, et al., 2019).
Another study conducted by Wilcox, Angelis, Baker and Lawson (2014) compared two
rural schools. This was a multiple case study of six schools originally sampled. However, after
using cross-case analytic procedures, the contrasts between two sets of the sample schools
presented greater differing outcomes when comparing qualities. The qualities included academic
goals, expectations, and learning opportunities; the nature of individual and collective educator
efficacy; the strategies teachers used, developed, and maintained regarding family relationships
and engagement of community members; and mechanisms for adapting instruction and
employing interventions for students at risk of dropping out (Wilcox, et al., 2014). The findings
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of the study indicated that teachers’ approaches and attitudes, which included a positive school
climate and inclusive school environment, propelled the activities offering support and met the
needs of the students and their interests. Additionally, the study also revealed that these same
essential characteristics fostered relationships, built trust, reduced alienation of family members,
and helped connect designated roles held at school and outside of school to enhance students
affected by their rural context (Wilcox, et al., 2014).
Educational equality and educational equity. The terms educational equality and
educational equity are often used interchangeably, as if their meanings are the same or similar.
When taking a closer look at these terms, educational equality and educational equity are not the
same. In the field of Education, the term educational equality is explained as providing the exact
same for students (Mann, 2014). Providing a free and appropriate public education to all students
demonstrates educational equality. The environment from which each child arrives at school, the
events of their home life, the manner in which they are sheltered, the experiences they have had,
the varied foods they do or do not eat impacted equal educational opportunities.
Educational equity is defined as each student having what they needed to reach their full
potential (Education Evolving, 2020). Educational equity is considered to be the act of giving to
those who need more assistance due to factors that are outside of their control, while equality
was giving access to the same resources regardless of a student’s race, ethnicity, gender, or
socioeconomic background (Mann, 2014). As a result, these two terms became intertwined and
often confused with one another, which also complicates how people view the educational
achievement gap and question why it was so difficult to narrow or close (Mann, 2014).
Rural schools face many inequities and inequalities (American Association of School
Administrators [AASA], 2017). Rural communities make up 72% of the country’s land, which
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includes approximately 46 million residents (NCSL, 2018b). Between 2000 and 2010, the
population of rural and small-town America increased by approximately 3.5 million people,
according to the 2012 Housing Assistance Council [HAC] (2012).
Approximately 82.8% of the population is considered White Non-Hispanics. The
Hispanic population increased to approximately 9.3% in 2010, which is a 46% increase between
2000 and 2010, according to the U.S. Census (HAC, 2012). The African American population
increased by 2.9%, and Native Americans increased by 7.5% in 2010. However, Asians, Native
Hawaiian/Pacific Islanders and persons of two or more races only made up less than 3% of the
total rural and small-town populations, even though this was an increase into double digit gains
from the previous decade (HAC, 2012). In 2018, approximately 38.1 million people in the
United States lived in poverty. According to the United States Federal government (U.S.
Department of Commerce, 2019), approximately 16.2% (11.9 million) of children live with
families that had incomes below the poverty threshold. The poverty threshold is a measurement
used by the United States government to calculate the poverty level according to how many
members of the family (size of family and number of children) live in a single household income
(U.S. Department of Commerce, 2019). Additionally, approximately 5.3% or 17.3 million people
(including children) live in what is considered ‘deep poverty’ which is having a household
income that is below 50% of the poverty thresholds (see Table 1 below).

Table 1
Poverty Threshold _____________________________________________
Three people

$19,985

Four people

$25,701

Five people

$30,459
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Six people

$34,533

Seven people

$39,194

Eight people

$43,602

Nine or more people

$51,393

The rural workforce grew at an average of 1.6% since 2000, compared to the 9.1%
growth seen in the workforces of cities with a population of more than one million people. Job
losses in rural areas resulted in an increase in poverty from one-fifth of the population in 2000 to
one-third of the rural population since 2007 (NCSL, 2018b). The National Bureau of Economic
Research (NBER) concluded a study in 2016 that explained that to further student achievement,
funding did matter in the field of Education (Lafortune, et al., 2016). Poverty consistently
continues to directly impact the ability for students to learn. Because of the lack of federal
funding and resources (taxes and grants) that rural schools receive, these school are not able to
meet students’ educational needs (AASA, 2017). The allocation of resources perpetuates and
exacerbates the disproportionality of rural communities when distributed in a competitive format
between counties and states. Therefore, the distribution of funds is not disbursed equitably
(AASA, 2017). In other words, rural communities with a lower population of school-aged
students are in competition with rural communities with a slightly higher population of schoolaged students, although the reauthorization of ESSA of 2015 helped alleviate this competition
(AASA, 2017).
Additionally, the Rural Education Achievement Program (REAP) was reauthorized with
ESSA in 2015 and was composed of two grant programs. The two grant programs included the
Rural and Low-Income Schools (RLIS) program and the Small Rural School Achievement
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(SRSA) program (AASA, 2017). The purpose of these programs was to balance inequities of
geographically isolated areas, such as with rural areas to aid in the increase of student
achievement. As of 2016, 774 of the 4,400 schools located near national forests across the United
States were no longer receiving funds from the Secure and Rural Schools (SRS) program. The
lack of funds provided by this program decreased the education programs and services as well as
public works and community services, including fire and police assistance as a result (AASA,
2017).
Benefits of Family Engagement
Over the last several decades, research has shown that there are many benefits from
building, developing, and maintaining family engagement (DeSpain, et al., 2018). The
importance of family engagement would result in benefits that can be seen extrinsically through
increased graduation rates, higher attendance rates, and an overall decrease of negative behaviors
within a school setting (Ghazzoul, 2018; Howe & Covell, 2013). Intrinsic benefits of family
engagement include an increase in self-esteem, motivation, and positive learning outcomes by
students (DeSpain, et al., 2018; Goodall & Montgomery, 2014). Weiss, Lopez, and Rosenberg
(2010) also stated that the benefits of family engagement include higher student achievement,
better social skills and behavior, and improved school readiness.
Teacher relationships with family members and students
Relationships play an intricate part of child development (Pianta, et al., 2002). The
relationships between home and school support and guide students to further their academic and
social/emotional development (Pianta, et al., 2002). While family members are viewed as
partners in the student’s learning process, teachers are considered the cornerstone connection
(Allensworth, et al., 2018). Teacher/student relationships are critical, and teachers are often
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overlooked as an adult that could be a mentor or interventionist. The role for a teacher as mentor
or interventionist should be viewed as a proactive step towards student health and reducing risk,
rather than assigning a mentor or interventionist as a reactive step when a student has a lapse in
judgement and makes incorrect choices (Pianta, et al., 2002). Furthermore, Romero (2015)
examined the relationship between student trust, behavior, and academic outcomes in the high
school. The purpose of the study was to determine if positive consequences for educational
outcomes were a result of student trust of their teachers and schools. Romero (2015) also
examined how much of a role socioeconomic status and school size contribute to the formation
of trust. The study showed that trust was more forthcoming in elementary school, and the
structure of the high school, and the nature of the adolescent students, played an important role in
students’ ability to establish, build, and maintain trust. The findings of the study also
acknowledged that peer relationships grew, and behavior issues decreased even though factors
within the setting changed (Romero, 2015). The overall quality of interpersonal relationships
between students and their teachers were perceived to be more respectful, trusting, friendly,
caring, and less critical (Romero, 2015).
An updated study by Hornby and Blackwell (2018) revisited an original study conducted
by Hornby and Lafeale (2011). The original study showed the known benefits of parental
involvement and clarified and elaborated on barriers that prevented effective parental
involvement in education. The participants included eleven schools in southwest England which
were a mix of urban, rural, and suburban schools. The study explained that the gaps between
theory and practice provided challenges that were difficult to overcome. In the updated review of
the study, six questions were compared within the eleven schools. The six questions included: (1)
Did the school have a written policy on parental involvement? (2) What activities were used to
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encourage PI at the school? (3) Had policies or practices of PI changed in the past five years,
and if so, how? (4) What were the key influences in bringing about these changes? (5) What did
they consider to be the main barriers to PI? (6) What was the school doing to overcome barriers
to parent involvement? The findings of this study indicated that fewer barriers were present than
in the previous decade. Additionally, as external agencies and services had declined in the
support for families during this time period, broader roles had been developed and overseen by
teachers and staff which decreased the gap between what the authors considered rhetoric and the
reality of parental involvement (Hornby and Blackwell, 2018). This study reflects the authors’
attempt to move schools from involvement to engagement by addressing the barriers to
improving relationships between school staff and family members.
Benefits of family engagement partnerships
A partnership is one type of engagement formed out of collaboration or shared decisionmaking that results in more meaningful connections between school personnel and families
(Cook, et al., 2017). Although family engagement is often mandated by law, family engagement
also comes from necessity whether it was mandated or not (Cook et al., 2017). Partnerships
should include various stakeholders, such as teachers, schools, parents, community leaders, or
community businesses; however, each group needs to share the same vision and goal to sustain
and reach a positive outcome that is considered to bring satisfaction to all (Bryan & Henry,
2008). The ability of the partnerships to be effective and productive for all parties depends on the
quality of the partnership between teachers and family members (Bryan & Henry, 2008). Cook,
Shah, Brodsky and Morizio (2017) explain that meaningful partnerships can be associated with
improved academic outcomes, including high grades and test scores, improved attendance, and
positive behavior. Furthermore, partnerships within engagement promote volunteering
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opportunities and more open dialogue and communications between the partners (Cook, et al.,
2017).
In 2019, 30 parents—14 females and 16 males—were part of the study conducted by
Svraka. The purpose was to show the importance of parent-school partnerships and the need for
parents to become more actively involved in the work schools were doing to improve their
student outcomes. The research also suggested that the gender of the parents, the experience of
parenting, and the attitude toward their child’s education factored into how important the
partnerships were to parents. Svraka (2019) also shared that parents’ behavior and attitudes were
related to their upbringing and that their educational goals for their children were also key factors
in how parents perceived the importance and interest of parent-school partnerships. She further
explained that the parents who viewed their child’s education as an investment also were more
willing to acquire new knowledge, skills, and abilities to be a more responsible parent (Svraka,
2019).
The Alliance for Excellent Education suggests creating and utilizing a digital
infrastructure as a hub to become more connected and supportive of student learning and to
encourage college and career readiness for all students (Thigpen, 2014). The digital
infrastructure allows partnerships to take shape and become more personalized and studentcentered (Thigpen, 2014). The researchers cite Project 24, which is a program that provides
online homework assistance, tutoring and other afterschool programs, as a way for learning
environments to extend past the traditional structure of a school day and into the home and
community in an effort to achieve student learning goals (Thigpen, 2014). The researchers noted
that in recent years, many schools and districts made progress toward the improvement in
technology; however, they also suggested that these partnerships formed by technology could
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also improve equity of access and allow students to continue to reach their full potential on a
larger scale this transforming partnerships and education into a multifaceted digital learning
(Thigpen, 2014).
Epstein (2008) explained that involvement from parents or family members on the high
school level is crucial to the academic achievement of students. A survey of secondary school
teachers showed that 97% believed the largest challenge is having working family members
become involved in their student’s education. She further explained that families are not likely to
become actively engaged in their student’s education without encouragement. The benefit from
this engagement is the ability for family members to plan to work or go to college beyond the
high school years (Epstein, 2008).
School-linked services such as afterschool community learning programs, community
volunteer services, nutrition programs/services, and health/wellness services are developed by
schools and school districts in addition to forming partnerships with community members and
families as a way to provide students with equal opportunities (Bronstein & Mason, 2016).
These joint partnerships are all created in an effort to “reduce educationally relevant health
disparities as a part of a national strategy to close the achievement gap” (Bronstein & Mason,
2016, p. 3). These services are geared to alleviate student inequity within the same school or
school district (Bronstein & Mason, 2016). The purpose is to help indirectly raise scores
academically, while at the same time, aiding students with being prepared and successful for life
to eliminate the need to continue with the services after their academic career (Families and
Schools Together [FAST], 2016).
The Center for Disease Control’s National Center for Injury Prevention and Control,
along with the University of North Carolina, Virginia Commonwealth University and Clark-Hill
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Institute for Positive Youth Development, in a cooperative agreement conducted a study over
five years (2010-2015) (Smokowski, et al., 2018). The purpose of the study’s programs was to
reduce youth violence in two high-risk communities. Each community had customized programs
which included at least one of three parenting programs to help prevent and alleviate youth
violence. Smokowski, Corona, Bacallao, Fortson, Marshall and Yaros (2018) identified the
barriers that occur when initiating and forming partnerships for these programs. The barriers
include difficulty recruiting participants to partner in programs, continued stability of the
program, and retention rates. Although the researchers recognized that family engagement was
the highest at the initial stages of the formation of the programs, as chronic stress and challenges
incurred, family engagement began to wane. The researchers found that if the programs clearly
met the needs of their participating families, then the program was more effective. Conversely, if
the programs were not for specific needs, then the program was considered a mismatch. Both the
rural and urban teams also revealed that they both had at least one person who was considered
trustworthy in the community and considered the ambassador or liaison. Overall, the researchers
determined that the urban team and programs had more success due to the partnerships and
implementation, even though the barriers for both teams were evident (Smokowski, et al., 2018).
Barriers of Family Engagement
While the federal government supports family engagement, the fact is that after five
decades, there are still barriers that rendered family engagement relatively ineffective (DeSpain,
et al., 2018; Hornby & Blackwell 2018). The barriers of family engagement are dependent on the
region of the school, population of the community, ethnic make-up of the school, and the
socioeconomic status of the families of the students who attend school. As a result, the barriers
cause a lack of interest and decreased levels of engagement (Mendez & Swick, 2018). In
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reviewing the literature for a rural setting, school setting, communication, and logistics and
scheduling were three barriers that were repeatedly acknowledged.
School Settings as a Barrier
School settings that are primarily divided in our culture by age, academic and social
developmental factors, provide natural barriers for student change. Each school level provides
distinct academic and social learning experiences. Lane (2017) indicates that meaningful family
engagement looks quite differently in a pre-school or elementary school setting than in a junior
high or high school setting due to the natural change of needs and overall goals set for students
and schools. Parallel to student growth, development and independence, participation or
involvement wane progressively as students age. What is considered as effective and productive
family engagement at one school level may not be as effective at the next school due to a
different set of factors such as school setting, family members, administration/faculty, interest,
and access to resources and/or funding (Mendez & Swick, 2018).
Redding, Murphy, Sheley and the Academic Development Institute (2011) state that there
is growing evidence that the families’ engagement in the students’ school academic activities
continue to decline through high school. The researchers further explain that families want their
students to have greater autonomy and responsibility as they approach adulthood. The research
indicates that as high school students changed grade levels, family members have decreased
feelings of efficacy towards the student’s navigation of campus, the complex high school
schedules, and they question the relevance and benefits of family engagement within the high
school setting (Redding, et al., 2011).
One study included 1,277 students, in several mid-west states investigated the roles
school engagement and work attitudes played among educational and vocational attainment for
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rural high school students (Wettersten, et al., 2005). The researchers’ intent was to show that
more social support followed by parent involvement and perspectives of educational barriers key
components in predicting students’ attainment of post-secondary, vocational education or work
roles after high school. The results indicate that attitudes about school engagement reflect more
of a closeness for the culture and surroundings of a school environment rather than support from
school engagement show (Wettersten, et al., 2005).
Another factor that could cause the school setting to be perceived as a barrier is the lack
of a family member’s education, causing the family member to be unable or unwilling to support
their student’s learning and academic progress. This factor can appear rather unimportant at first
glance; however, the impact can be quite significant, especially as a family member may
physically and/or verbally dismiss or avoid the attempts by teachers to deepen ties by supporting
student guidance, progress, and continued support (Baker, et al., 2016; Coates & Mayfield,
2009).
In 2004, the Status of Education in Rural America reported that nationally, approximately
11% of the school-age children (6-18 years old) in rural areas have mothers who receive less
than a high school diploma or equivalent and 13.3% have a father who received less than a high
school diploma or equivalent. In comparison, approximately 21.1% of the school-age children
(6-18 years old) in cities and 11.2% in suburban areas have mothers who received less than a
high school diploma or equivalent, and approximately 20.0% of the school-age children (6-18
years old) in cities and 11.1% in suburban areas have fathers who received less than a high
school diploma or equivalent. While the lack of educational attainment in rural areas received far
less attention, the reality is that the problem is just as pervasive as in suburban areas (National
Center for Education Statistics [NCES], 2008).
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Communication as a Barrier
Communication is imperative to increase family engagement. The meaning of the word
“communication” in the context of family engagement refers to school personnel sharing
information with family members to become more engaged with their child and their school on a
continual basis (Baker, et al., 2016). Schneider and Arnot (2018) specifically note that the use of
communication within family engagement must be a two-way communication. Two-way
communication, phone calls or direct face-to-face meetings, whether scheduled or impromptu,
provide a venue for reciprocal, responsive communication. Two-way communication produces
an open dialogue between individual persons or groups. (Cook, et al., 2017). The more common
type of communication, one-way communication, is most often seen in the school setting from
teachers and administrators in the distribution of progress or grade reports, behavior reports, or
status of achievement reports (as in achievement testing or state results). These types of one-way
communications also contribute to families being marginalized in decisions that pertain to their
child (Schneider & Arnot, 2018).
The qualitative study by Wanat (2010) provided parent perceptions on the subject of
parental involvement regarding school related activities and school policy in a K-12 school
district. This study intended to discover what the perceived incentives and barriers were to the
parents’ school involvement. The information was collected via interviews conducted through a
focus group of PTA officers. The study showed positive and negative experiences with the
school. The researchers found that communication and the sharing of information was critical to
resolving conflict or strife. Additionally, the findings suggest that school professionals need to
involve parents by reviewing specific strategies to include volunteer opportunities, helping
children when at home to be more academically successful, and representing the working parents
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who are not represented, and assigning a “buddy” to consult for support or advice regarding
classroom and school activities (Wanat, 2010).
Logistical and Scheduling Barriers
Two major studies conducted by the Institute for Education Sciences [IES] examined the
perception of barriers of engagement. The barriers included difficulties with scheduling and
transportation among the list (Best, et al., 2012). While both of these studies took place in what
was considered a rural setting, both were conducted within a predominantly specific ethnicity
which included the American-Indian population and Chuukese parents with children in Guam
schools. The unique perspective of a specific population at specific schools is relevant because of
the low socioeconomic background, as reflected by the socioeconomic status of the high school
in my case study. The results of the studies indicated that transportation, scheduling,
communication, and childcare are barriers teachers/schools need to address to develop
productive relationships with their stakeholders (Best, et al., 2012).
In 2015, Smith investigated the perceptions of parent involvement from 333 middle
school teachers. His findings show that teachers want more meaningful involvement from
parents, however, there are common barriers that inhibit this involvement from happening, which
include parents’ work schedules, parents’ negative attitude toward their students’ school,
parents’ lack of concern for the students’ academic performance and behavior, lack of
transportation to meet face to face, and teachers’ lack of ability to maintain contact with parents
via telephone due to the parents’ changing of phone numbers (Smith, 2015). The study also
suggests that corrective steps from teachers should be planned for each school to provide a more
desirable outcome that increases positive interactions with parents before approaching them
about negative academic or behavioral concerns (Smith, 2015).
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Integrating Technology into Family Engagement
In the United States, technology is developed at a record pace, especially in the area of
mass media (Wilber, 2015). A study was reanalyzed that compared residents who lived in the
Appalachian counties, non-Appalachian counties, and urban counties within the state of
Kentucky (Wilber, 2015). The study provided information regarding the inequalities of
distribution of information stemming from general principles concerning the media exposure to
these areas. While the study was conducted in the 1960’s, the author believed the relevancy
stood true today and drew on poverty as the underlying and key theme of how technology was
viewed and used in the 21st century. The author provided ten factors that were functionally
interdependent and provided reasons of why mass media exposure and use of technology was
limited in Appalachian or rural counties. The factors include: (1) Mutual distrust in interpersonal
relations; (2) Perceived limited good; (3) Dependency on and hostility toward government
authorities; (4) Familism; (5) Lack of innovativeness; (6) Fatalism; (7) Limited aspirations; (8)
Lack of deferred gratification; (9) Limited view of the world; and (10) Low empathy (Wilber,
2015). The authors specifically explained that all of these factors in various combinations could
be found in the three types of counties they were researching; however, the people in the
Appalachian counties did exhibit many if not all of these factors. The findings reveal that
Appalachian counties, like other regions, have a sub-culture that is tradition-oriented occurring at
the same time. Therefore, communication and technological advances, such as having a
television set, is more of a process of acquiring the technology rather than the inability to use
technology. The findings also noted that poverty is the driving force to the lack of access to
technology and use of the technology (Wilber, 2015).
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In 2018, the Early Childhood Training and Technical Assistance System [ECTTA] was
created to engage family members regarding social media and parent/family information to help
support learning and development of children. While social media is shown to be an effective
tool to present information to family members and other stakeholders, the U.S. Department of
Health and Human Services [USDHHS] (2018) also insist that engaging with parents on social
media encourages respectful dialogue and helps drive more focused discussions rather than
negative comments, off-topic discussions, and misinformation. A survey conducted by the
USDHHS in 2015 revealed that 75% of all family members use social media. Ray (2013)
provide insight regarding family engagement and how the overall concept should be updated to
include strategies and activities that are more attuned with parents of the Millennial generation.
She further explains that because family engagement continuously changes due to factors such as
environment and cultural backgrounds, teachers and school administrators should be more
mindful of the shift and work more digitally to become social media-oriented rather than using
the conventional strategies taken previously, such as hard copies or papers sent home in
backpacks. While the conventional strategy did enable those without internet or Wi-Fi access,
the large majority of family members are connected to a digital platform such as Facebook,
Instagram, email, and/or district-run programs (Ray, 2013), and their media should also be
utilized.
Baker, Wise, Kelley and Skiba (2016) examined the barriers identified from five themes
common to both families and staff. They included providing opportunities for involvement,
improving communication, welcoming families into the building, making time, and moving from
involvement to engagement. The results of this study were derived from the focus groups that
included 50 parents and 74 staff members. All focus groups acknowledged that there are barriers
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from both parents and staff that need to be addressed. However, the authors of the study also
specifically point out that parents who responded cited that teachers who communicated
consistently via email and text message were more academically engaged and had fewer
behavior issues. Additionally, the findings further cited that the same parent respondents
believed that the communication was proactive in these same areas of academic performance and
behavior (Baker, et al, 2016).
Gregorovic (2017) indicate that teachers develop technology within their classrooms as a
way to establish and maintain family engagement. This is in an effort to continue to be as
effective, efficient, and respectful of the time that families and community stakeholders have to
invest in their students and schools. Additionally, the author also explains that effective and
intentional use of technology in the classroom supports learning, improves communications, and
collaborations within the classroom, and that teaching family members digital media literacy
supports and strengthens participation in the classroom, school, and within the community
(Gregorovic, 2017).
Summary
To have a more thorough understanding of family engagement and its relevance in the
classroom, the issues of family engagement, which include social and cultural context that
surround family engagement in a rural setting, benefits of family engagement, barriers of family
engagement, and integrating technology used within family engagement were presented.
Although a variety of barriers made it difficult to navigate a specific path to student success
independently, the collective use of family engagement by formed partnerships of family
members, community members, students, teachers, and school/district personnel can accomplish
goals set forth and established within these relationships. While the literature provides more
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depth and breadth of family engagement, the fact remains that teachers are considered the
facilitators of family engagement and are the key factor to current classroom practices for
supporting learning in the classroom.
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CHAPTER THREE
Methodology
The purpose of this case study was to answer the research questions posed in order to
determine the effectiveness family engagement practices and perspectives of teachers at
Pocahontas High School for the enhancement of student learning in the classroom. This study
explored the strategies and programs that teachers and administrators use to engage family
members to ultimately support student learning and growth in the classroom. In this chapter, the
worldview, research traditions, the role of the researcher, and the context of this qualitative case
study are discussed. Additionally, I explain the value of specific methodology used, how the data
was collected, and how the data was analyzed. The strategies to ensure trustworthiness and
ethical principles are discussed as parameters defining this study. The questions that guided the
study were:
1) How do current family engagement practices promoted by teachers at Pocahontas
High School develop student learning in the classroom?
2) Do teachers at Pocahontas High School consider these family engagement practices
to enhance or inhibit the relationship between the student and the teacher in the
classroom?
Worldview of the Researcher
According to Creswell (2013), “An understanding of philosophical assumptions behind
qualitative research begins with assessing where it fits within the overall process of research,
noting its importance as an element of research, and considering how to actively write it into a
study” (p. 16). Additionally, Creswell (2013) believed that the first step in developing a study is
to form a philosophy or “use of abstract ideas and beliefs that inform our research” (p. 16).
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Therefore, to begin a study, the researcher must develop a framework and process that is based
on personal views and history. Within this philosophy there are four worldviews that are widely
accepted in qualitative research, which included: 1) Post-positivism; 2) Pragmatism; 3)
Transformative; and 4) Constructivism (Creswell, 2013).
Post-positivism lends itself to researchers who have prior quantitative research
experience due to the reliance on empirical data, cause and effect orientation, and logic and
reasoning based on a priori theories or independent knowledge from experience (Russell, 2014).
Pragmatism focuses more on the outcomes and consequences of inquiry of the research and what
worked to provide a satisfactory solution to the problem posed (Creswell, 2013). Transformative
viewpoint is centered around improving society as a whole and sheds light on the power and
social relationships within the society. Constructivism is often referred to as interpretivism that
seeks to understand the world in which someone lives and works. Thus, the researcher is not
necessarily looking for one particular meaning or solution but rather, more than one possible
meaning that is often more subjective and socially or historically founded as a result of an
individualized interaction rather than always in a group. While all four of these worldviews are
used, the focus of the research depends on how the researcher chooses to develop the study.
After further investigation of the four types of worldviews, constructivism provided the general
guide for my qualitative study. The nature of knowledge was only bound by time and place from
within a socio-cultural context. “Truth” is socially constructed and agreed upon by “coparticipation in cultural practices” (Cobb & Yackel, 1996, p. 37). Creswell (2013) further
explains that social constructivism constructs meaning through discussions and interactions of
other people and develops a pattern of meaning through discussions and interactions with others.
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With social constructivism, Creswell (2013) explains that meaning is found, and
eventually, a theory is constructed through the examination of the patterns that are found in the
discussions and interactions of other people. These characteristics of social constructivism
closely align with the methodology for this study. For this reason, my research was a case study
using social constructivism as the underpinning for the research that was completed. Social
constructivism allowed me the opportunity to focus on the processes within the specific context
that others lived and worked, allowing their own experiences and background to interpret the
findings of this study (Creswell, 2013). Social constructivism allowed me to construct my own
understanding and knowledge of family engagement practices by teachers in Pocahontas High
School. However, to build a deeper knowledge base and widen the breadth of understanding as a
constructivist, I relied on my qualitative data collection methods to interpret the views of my
participants and recognize the impact their experiences and relationships had on their current
practices of family engagement in the classroom.
Role of the Researcher
I was interested in the topic of family engagement because in my teaching experience at
Pocahontas County School District, I was able to easily connect and build a relationship with the
family members/guardians of students in my classroom. Although my students were not always
motivated to complete the assigned classroom work, I continued to stay in contact with the
family members/guardians regarding classroom assignments, overall academic progress,
behavior, social/emotional aspects, health/well-being, and general school events. I was a Special
Education Teacher for Pocahontas County School District for the past 5 years and am currently
working at the high school as a Special Education Inclusion teacher. Being a member of the high
school faculty provided me with a unique insight and access to teachers and the ability to learn
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about how family engagement is implemented in the classroom by various teachers also
employed at Pocahontas High School.
The Pocahontas County School District administrators perceived that there was a lower
rate of family engagement than in previous years. This perception was driven by the decline of
parent attendance in school-sponsored academic-based events such as student orientation
meetings, career pathway events, and transcript/graduation/course accrual meetings. As a result,
Pocahontas County School District created a new department and developed a Parent and Family
Engagement Plan that “establishes the district’s expectations and objectives for meaningful
family engagement and guides the strategies and resources that strengthen school and parent
partnerships” (Pocahontas County School District [PCSD], Parent and Family Engagement Plan,
2019). Additionally, the department facilitated school-wide initiatives such as staff trainings,
parent programs, and other activities around the Pocahontas County School District to
strengthen, support, and sustain the school-family-community relationships and communications
(PCSD, Parent and Family Engagement Plan, 2019).
Family engagement is a timely topic because research shows that parental support is a
key component of a student’s success at school and more specifically, a student’s ability to
graduate high school (Evans & Radina, 2014). Continued family engagement at the high school
level enhances the likelihood of student success in the classroom, as a participant in high school
activities, and beyond their high school career. The Pocahontas County School District is
considered rural with a smaller student population than school districts in nearby more urban
counties. The high school administrators and faculty members recognized a decrease in parent
participation, involvement, and engagement at the sponsored events, such as Parent Teacher
Association (P.T.A.) meetings and curriculum nights at the high school level. Through faculty
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meetings, district trainings, and Professional Learning Communities (PLC), school and district
administrators presented and trained school personnel in the implementation of a district-wide
initiative to increase family engagement within each school in the district.
Goals
According to Maxwell (2013), there are three types of goals a researcher should employ:
personal goals, practical goals, and intellectual (or scholarly) goals. The personal goals of
Maxwell (2013) are “things that motivate you to do the study, but are not necessarily important
to others” (p.24). Practical goals focus on “accomplishing something-meeting some need,
changing some situation, or achieving some objective” (Maxwell, 2013, p. 28). In sharp contrast
to a practical goal is an intellectual goal, which is also known as a scholarly goal and focuses on
“understanding something—gaining insight into what is going on and why this is happening, or
answering some question that previous research has not adequately addressed” (Maxwell, 2013,
p. 28). Maxwell also stated that “a clear understanding of the goals motivating your wok will
help you avoid losing your way or spending time and effort doing things that don’t advance these
goals” (Maxwell, 2013, p.23). Ravitch & Riggan (2017) further explained that researchers may
have had more than one of these goals that motivate them to continue to work on the study.
My interest in the topic of family engagement in the field of education originated from
my own personal interest as a classroom teacher who utilized many aspects of family
engagement regularly. I was interested to learn what impact family engagement had on teachers
and their connections with students in their classroom. To further my interest, my school district
recently fostered an initiative to increase the usage of family engagement strategies by teachers
in their classroom. As a personal goal as researcher, I wanted to expand my knowledge about the
topic of family engagement to be able to foster the connection between family members and
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teachers within the classroom. As a practical goal, I wanted the Pocahontas High School, as well
as the other schools within the Pocahontas School District, to improve their family engagement
practices in the classrooms to provide a better understanding of the foundations and overall goals
of family engagement and how to use that more effectively to continue the development of the
student within the classroom. As an intellectual goal, I wanted to contribute to the field of
educational research by providing a study that aided in the overall development of student
learning through exploring practices of family engagement by teachers in a rural high school.
Recently, during the 2019-2020 school year, Pocahontas County School District began
and continued district-wide initiatives to meet the needs of the whole child by addressing
academic deficiencies, behavioral and emotional needs. The school district continued to work on
closing the student achievement gaps reflected in the district’s College and Career Ready
Performance Index [CCRPI] score by a series of action steps, which included providing
professional learning regarding family engagement and partnerships (PCSD, Overarching Need
1, 2019). CCRPI was a comprehensive school improvement, accountability, and communication
platform that was calculated by the State of Georgia as part of the Every Student Succeeds Act
(ESSA) 2015 to promote college and career readiness for all Georgia students enrolled in public
schools (GADOE, 2020).
A second district-wide initiative was the implementation of effective strategies for
meeting the needs of the whole child, including addressing behavioral and emotional needs
(PCSD, Overarching Need 2, 2019). This initiative was developed and implemented in response
to initially reduce office referrals and Out-of-School suspensions by 3% as a short-term goal.
However, as a part of the goal, the long-term goal was “to develop and foster relationships with
outside agencies to coordinate responses and advocate on behalf of children and families
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experiencing a traumatic event” (PCSD, Overarching Need 2, 2019). I believe this study offers a
new perspective on what teachers were doing and could change in the future to implement family
engagement practices in their classroom. Additionally, this information from the study could be
used as a springboard to increase the level of family engagement in schools and around the
community.
Research Approach
An interpretivist approach was used be the research approach for this qualitative study.
Qualitative research methods are also described as inductive, in the sense that a researcher may
construct theories or hypotheses, explanations, and conceptualizations from details provided by a
participant. Embedded in this approach was the perspective that researchers could not set aside
their experiences, perceptions, and biases, and thus could not pretend to be objective bystanders
to the research (Conrad & Serlin, 2011). Therefore, my qualitative research was also considered
interpretive because the researcher must have made sense out of the social interaction and
information received or collected.
Conversely, a quantitative research method investigates using hypotheses, prediction, and
frequently draws conclusions before the study is conducted. Quantitative research methods are
often considered deductive in reasoning and includes a form of measurement to aid in the
validity or invalidation of the findings and a specific process that could be followed for others to
replicate the research. Additionally, researchers conducting quantitative studies set aside their
bias, perceptions, and experiences as much as possible to ensure objectivity in the study (Conrad
& Serlin, 2011).
The topic of family engagement continues to develop and incorporate new policies and
programs to reach students with diverse backgrounds (NCSL, 2015). Nationwide, initiatives
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being launched includes providing comprehensive services and centers to increase family
engagement through the development and appropriation of services (NCSL, 2018a). In many
states, legislative bills were enacted to increase funds and provide grants to support the
development of school plans, school initiatives, and school programs focused on training school
personnel to increase family engagement at the local level (NCSL, 2015). Additionally,
Pocahontas School District in rural Georgia fulfilled an action step (Action Step 2) in their 20192020 District Improvement Plan by creating student health services “to strengthen and facilitate
the educational process by addressing the health and safety needs of students and staff. The
school nurses worked as a team with school administrators, teachers, counselors, school social
workers, families, and the community to identify and assist each student to enhance their
wellbeing, academic success, and life-long achievement” (PCSD, District Improvement Plan
2019-2020, 2019).
The topic of family engagement continuously evolves; new strategies, programs, and
initiatives were being created, developed, and implemented. This constant shift leaves other
related topics such as community stakeholder perspectives less explored. As a result, the gap in
the qualitative research led to an absence in the conceptual framework of teacher perspectives of
family engagement practices within the classroom. Without a mandate at a local, state, or federal
level, the overall continuation and success of these practices depend on the perspectives of
teachers on how they believe the practices of family engagement should be implemented,
utilized, the frequency with which they should be used in the classroom, and with what type of
fidelity. Additional gaps in research include the perspective of the support of family engagement
and immigrant families in rural schools. However, these studies did not directly investigate the
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perspectives that community stakeholders had regarding family engagement practices
implemented in the classroom.
Research Tradition
A qualitative case study was the research design for this study. Case study is defined as
“a study of the particularity and complexity of a single case, coming to understand its activity
within important circumstances” (Stake, 1995, p. xi). Stake (1995) state that researchers are
interested in people or programs because of the uniqueness and commonality presented. The case
studies documented were the stories that piqued the interest and curiosity of the researcher who
was sincerely interested in the case and who approached the case without having any
presumptions in how the people or programs functioned in everyday life. The emphasis of a case
study is on the interpretation and the ability to understand regardless of personal experience and
educational background of the researcher (Stake, 1995). Creswell (2013) further explained in
short that “the hallmark of a good qualitative case study is that it presents an in-depth
understanding of the case” (p. 98).
I believe that case studies provide an opportunity to gather more information about the
perspective of teachers through conversational data. The approach that I followed during this
case study was “progressive focusing” from Robert Stake (1995), which provided a more flexible
approach. Progressive focusing refers to the researcher’s ability to modify or replace research
questions during the study if new issues develop, and the previous research questions are not
working (Stake, 1995, p. 9). This approach emphasized the use of the researcher’s own
conclusions based on the collected data and interviews while “maintaining vigorous
interpretation” (Stake, 1995, p. 9). Thus, “the qualitative case researcher tries to preserve the
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multiple realities, the different and even contradictory views of what is happening” (Stake, 1995,
p. 12).
There are three widely accepted types of case studies, which include an intrinsic study, an
instrumental case study, and a collective case study (Creswell, 2013). Although these three types
are different, they are fundamentally the same because of the “terms of intent” (Creswell, 2013,
p. 99). These three types are used to better understand the perspective and the purpose of the
research of the case studies. An intrinsic study focuses on what the “case presents or unique
situation” (Creswell, 2013, p. 100) such as evaluating a program or a student with a difficulty
(Creswell, 2013). The instrumental case study is completed to allow the researcher to learn and
to gain understanding about the chosen topic (Stake, 1995). A collective case study is completed
to provide a better understanding of a number of instrumental case studies that are completed
regarding the same topic on the same location or multiple locations (Creswell, 2013).
I selected instrumental case study as the type of case study for my research. Using the
instrumental case study provided a more in-depth understanding of how I understood the topic of
family engagement as it related to teacher practices and to further student development in the
classroom. Figure 1 is a graphical representation of the research design for this case study. Each
element within the hexagonal shape shown defines how the case study was structured as a part of
an in-depth collection of multiple sources of information (Creswell, 2013).
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Figure 1
Elements of the Conceptual Framework for the Study
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Research Question
The qualitative case study focused on the following research question:
1) How do current family engagement practices promoted by teachers at Pocahontas
High School develop student learning in the classroom?
2) Do teachers consider family engagement practices to enhance or inhibit the
relationship between the student and the teacher in the classroom?
Context
The context of the study was conducted at Pocahontas High School at Pocahontas County
School District in rural, Georgia. Pocahontas High School was chosen using convenience
sampling. Four teachers were selected to participate in this study. The four teachers were chosen
using maximum variation sampling, which is a sampling strategy that is commonly used with
qualitative research. Maximum variation sampling is often selected because the researcher is able
to choose individuals who are in a variety of positions and who may have had various
perspectives as they pertain to the context of the study (Palys, 2008). For this study, maximum
variation sampling was used to provide a wider perspective to advance the understanding of how
current family engagement practices of teachers in their respective classrooms at Pocahontas
High School enhanced student learning and overall academic success.
Pocahontas High School is the only high school for Pocahontas County School District.
Pocahontas County, Georgia has a population of 29,431 (Suburbanstats.org, 2020), and
Pocahontas High School had approximately 1,400 students enrolled during the 2018-2019 school
year (The Governor’s Office of Student Achievement, 2018). According to The Governor’s
Office of Student Achievement (2018), Pocahontas High School demographics are 91%
Caucasian, 5% Hispanic, 2% Multi-Racial, 1% African-American, and 1% Other Ethnicities.
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Approximately 17% of the students are classified as economically disadvantaged and qualify for
free and reduced meals (breakfast and lunch). Approximately 13% of the students at Pocahontas
High School have Individual Education Plans (IEPs). Pocahontas High School is not a Title 1
school and does not receive Title 1 funds. According to the U.S. Department of Education, to be
considered for Title 1 funds, at least 40% of the students attending that public school must be
considered low-income. The demographics of the school are shown in Table 2.
Table 2
Demographics for Pocahontas High School Included in the Study (2018-2019 Academic School
Year)
Characteristic

% of Students

Race/ Ethnicity
Caucasian

91

African American

1

Hispanic

5

Multi-Racial

2

Other

1

Students with Disabilities

13

Free and Reduced Lunch

17

English Learners

2

Note: Information provided by the department of education of the state where the school was
located.
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Participants
The participants for this study from Pocahontas High School (PHS) included four
teachers who were selected by the researcher through purposive sampling (Palys, 2008). The
type of purposive sampling used was maximum variation sampling. I chose maximum variation
sampling because I was looking for participants who had different previous teaching
experiences, various teaching backgrounds, different ethnicities, different genders, and who
taught a variety of grade levels and/or subject content at Pocahontas High School (Palys, 2008).
There are approximately 88 teachers at Pocahontas High School. The county was not ethnically
diverse at this time. At the school, the teachers ranged in age from approximately 22-64 years of
age, with a range from 0 to 31 years of teaching experience, teaching everything from traditional
academic subjects such as English/Language Arts courses to Plant and Animal Science courses
that were part of Career, Technical, and Agricultural Education (CTAE) pathways offered within
the school. Approximately 34% of the faculty members were male. Table 3 represented the
demographics of the teachers for Pocahontas High School during the 2019-2020 school year.
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Table 3
Demographics for Pocahontas High School Teachers for the 2019-2020 School Year
Teachers
Men

30

Women

58

Total Number of Teachers

88

Percentage of Teachers by Gender
Men

34%

Women

66%

Total Percentage of Teachers

100%

Note: Information provided by Pocahontas High School.

Four participants who taught various students, subjects, and/or grade levels provided a
large enough breadth of sampling to generate information and other data to develop a wellrounded case study which focused on whether the implementation by teachers of family
engagement enhanced the progress of students in the classroom. To select the four participants, I
requested a list from a Pocahontas High School administrator of at least four teachers who were
currently employed at Pocahontas High School, that were selected by him, and who he thought
would volunteer to become a participant in the study. The administrator fulfilled my request and
used the requirements that were sent to him at the time of the original request. The requirements
for individuals to participate in this study included:
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1. At least two of the four participants be of a different gender.
2. All teachers must have taught full-time for at least one year at Pocahontas High
School.
3. The subjects (academic or elective) that teachers currently taught were not the same
as the other participants in the study.
4. The participants must be available to interview for at least one interview and one
follow-up interview as deemed necessary.
Pocahontas High School is located in a county the reflects a low diversity of race and
ethnicity. While the school and support staff do reflect racial and ethnic diversity, Pocahontas
High School does not currently employ any teachers of varying race or ethnicity. To maximize
the sampling size within this study, I also chose to search for other variants the participants may
possess to reflect additional diversity. I included the participants’ previous work experience,
years of experience teaching in the classroom, their education levels, if teaching was a second
career, and the number of districts each teacher had taught in previously. From this perspective,
the sampling of the participants reflected a wide range of years of teaching experience which
spanned from 7 to 38 years. The education levels included one participant who recently received
a master’s degree, three participants who had completed their specialist degree and one
participant currently enrolled in a doctoral program). Additionally, the field of teaching was a
second career for two of the participants, and two of participants had taught in at least one other
school district prior to being employed as a teacher at Pocahontas High School.
Data Collection
My primary source of data collection was interviews with four participants from
Pocahontas High School. Only four participants were selected to participate in this case study so
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that I was able to focus on the participants and further advance my understanding of the current
family practices of teachers in the classroom and whether these practices enhanced or inhibited
the relationship between the student and the teacher in the classroom. Additionally, the specific
quantity of participants were initially chosen because the high school yearly academic calendar
was based on a semester system. At Pocahontas High School, all students attend four 90-minute
classes each day during a 16-week semester, and there are two semesters for an academic school
year. At the beginning of each semester (fall and spring), the students begin a new set of four
classes. If students attended eight classes each academic school year (in addition to adhering to
other graduation guidelines), students would have enough credits to graduate high school in the
traditionally allotted four years for high school in the public education system. In addition to
focusing on the participants in this case study, I also selected the four participants because
teachers may have had a student multiple times depending on the types of classes the students
enrolled in and the grade levels being taught. For instance, many of the CTAE classes were
multi-leveled; however, they were taught by the same teacher. Additionally, an academic teacher
may have taught multiple grade levels in a semester. To lessen the quantity of teachers that were
seeing the same students, I selected four teachers to participate in this study which represented
one semester of a school year and were also less likely to teach the same students during the
semester. Therefore, the teachers may not have had the same experiences with the same parents,
which provided a broader sampling of interactions, experiences, and responses by the
participants who I interviewed.
Each interview conducted lasted approximately 45 minutes. The participants were asked
a series of open-ended, semi-structured questions to gain each teacher’s general knowledge and
awareness of family engagement, their definition and concept of family engagement and related
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terms, professional and personal experiences related to family engagement, their perspective that
surrounded their perception of family engagement, and how this perception influenced their use
of family engagement in their own classroom. Follow-up interviews were also conducted with
the four participants as needed for clarification regarding information discussed during the
original interviews. The follow-up interviews lasted approximately 30 minutes each. All of the
interviews were conducted through a face-to-face videoconference. The interviews were
recorded on an iPhone and were transcribed by the app Transcribe to have a written copy of the
interviews for future reference. I also took notes during the interviews to be able to provide a
description of a physical setting, visual details, and the participant’s behavior. By taking
additional notes during the interview, I was able to make notations regarding responses or
comments that seemed particularly meaningful regarding the participant’s point of view, lived
experiences a participant recalled, or a statement or response that seemed contradictory
(Muswazi & Nhamo, 2013).
Semi-structured interview questions (Appendix E) were asked to provide background
information from participants to discuss opinions and perspectives regarding family engagement
as a teacher.
The interviews and electronic documents were uploaded to OneDrive, a password
protected secure hosting service operated by Microsoft, that allows users to store and view files.
All documents and files including audio recordings of interview sessions via iPhone and video
conference were uploaded to the secure OneDrive, with access limited to only the researcher. All
paper copies were secured in a locked file cabinet and office.
Data Analysis Procedures
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Data analysis is defined as the process of analyzing data once a researcher has gathered
the data needed for their study (Creswell, 2013). While a qualitative case study is largely based
on understanding, explaining, and interpreting the information gathered, the challenge is also to
try to present information that is in a complete and coherent state that others would be able to
follow and understand while reading the study. These two types of coding analysis allow the
researcher to assign codes that produce “the most meaningful material, to assemble chunks of
data that go together, and to further condense the bulk into readily analyzable units” (Miles,
Huberman & Saldana, 2014). For this reason, I chose to use First Cycle Coding and Second
Cycle Coding for my data analysis in this qualitative case study.
First and Second Cycle Coding Defined
First Cycle Coding
First Cycle Coding is defined as preliminary coding that is considered initial coding or
labeling of data of varying sizes. First cycle coding aids in coding chunks of data and gives
symbolic meaning to information. First cycle coding is a way to provide deep reflection and deep
analysis into the meaning of the data (Miles et. al., 2014).
Second Cycle Coding
The Second Cycle Coding is more focused and based on the analytics of the data used.
For this study, Second Cycle Coding was used to condense and reorganize the data through more
specific processes to create condensed categories of codes (Miles et. al., 2014). Pattern codes is a
form of Second Cycle Coding and is a process that was used to help connect the reoccurring key
words or phrases to themes that reoccurred within the data (Miles et. al, 2014). Pattern codes
could include categories or themes, causes/explanations, relationships among people, and
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theoretical constructs. Pattern codes provide units of analysis that are more meaningful (Miles et.
al., 2014).
First and Second Cycle Coding Uses In This Study
After I collected the data, I began to organize and prepare the data to become more
familiar with the data gathered. I transcribed my audio text, such as the interviews (video
recorded). I began the initial stage of analysis using the method of First Cycle Coding. This
method allowed me to identify and begin to categorize the information using general keywords
and phrases. Then, I used Second Cycle Coding to look at the information within the categories
and began looking for general patterns to determine if any themes and relationships emerged.
Once the categories were narrowed, I began to construct the relationships between the categories
and the possible theme that may have evolved to connect them in a narrative statement, visual
picture, or a series of hypotheses or propositions (Creswell, 2013).
Using the digital conferencing program to record the interviews allowed me to focus on
the interview questions and responses of the person being interviewed and to also write down
any notes that I found pertinent to take at that time. Once the interview was completed, I filled in
the handwritten notes to ensure they were as complete as possible. I used a transcription app,
Transcribe (Denivip, 2020), to transcribe the recorded interviews to be able to refer back to for
further analysis if necessary at a later time. Additionally, it was important to have a written
transcription of the laptop or digitally recorded interview to ensure authenticity of the interview,
trustworthiness, and credibility of the responses given.
Once I completed the interviews, I uploaded the transcriptions into ATLAS.ti (Scientific
Software Development, 2020) to allow the software program to aid in the organization and
management of the information for a more systematic alignment of the information into groups
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as the beginning process of triangulation. Triangulation occurs when “researchers make use of
one or multiple and different sources, methods, investigators, and theories to provide
corroborating evidence” to help reveal or refine a theme or a perspective (Creswell, 2013, p.
251). Triangulation of data methods was used to compare various collected data, and member
checking was also performed to ensure the validity of the information being collected (Shenton,
2004; Stake, 1995; Glesne, 2016). Triangulation was used for two reasons. Glesne (2016) states,
“It is always possible to make mistakes in your interpretation, and a different view on the
situation can illuminate or suggest which of competing versions is more likely” (p. 45), and
when the actions of people are inconsistent with what they did, “forms of triangulation (e.g.,
observing actions as well as interviewing respondents) are useful…not to show that informants
are lying or wrong, but to reveal new dimensions of social reality where people do not always act
consistently” (p. 45). I began by analyzing the data, beginning with the process of thematic
coding which allowed me to identify patterns and themes that emerged as interviews took place.
Additionally, I gathered documents that provided validation in regard to what teachers promoted
in their classrooms to enhance family engagement. I verified through the school any committees
that were discussed in the interviews that included stakeholders from the community and any
Professional Development workshops or meeting documentation regarding school and/or district
policies regarding family engagement.
Strategies to Ensure Trustworthiness
Shenton (2004) presents four criteria to aid researchers with trustworthiness of their
qualitative research. I implemented strategies based on these four criteria: creditability,
transferability, dependability, and confirmability. Credibility is defined as “the internal validity,
in which they [researchers] seek to ensure that their study measures or tests what is actually
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intended” (Shenton, 2004, p. 2). I ensured creditability by providing a variety of field
experiences such as semi-structured interviews that allowed me the opportunity to become
familiar with the setting and build a rapport with potential participants, as well as understanding
the dynamics of the patterns and interactions that arise.
In addition, I ensured transferability was established to provide a thick description of the
research and participants that allowed others to assess whether the findings were within the
appropriate context of the specific settings laid out. The strategies for dependability or the
consistency of the findings for the research was customized for each situation, which included a
dense description of research methods, triangulation, and code procedures to demonstrate how
repeatable the research may have been within the parameters given (Shenton, 2004).
Another criterion that ensured trustworthiness was the dependability of the study.
Dependability was completed by making sure the study was capable of being replicated using the
same methodology. For my study, I used technologies such as Zoom and Google Meet, a laptop
computer, and a cellphone. The devices and usage of the software are readily available for
others, who would like to replicate the study, to do so easily. I also created questions prior to the
interviews and transcribed all of the interviews for others to read if they do not wish to re-listen
to or re-watch the interviews. The paper copy of the interviews is to allow for a back-up copy in
case the technology is unable to be accessed. This facet of trustworthiness allowed for others to
trust that with a similar research design, implementation, and context that surrounded the study,
those interested in the research were able to gather data, evaluate, and analyze the details of the
study and be just as effective as the original research presented (Shenton, 2004).
The fourth criterion to ensure trustworthiness is confirmability. The category of
confirmability struggles with “ensuring real objectivity, since, as even tests and questionnaires
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are designed by humans, the intrusion of the researcher’s biases is inevitable” (Shenton, 2004, p.
72). However, implementing triangulation “to reduce effect of investigator bias” (p. 73) helps by
providing explanations for why specific approaches are used, and the weaknesses in the
techniques implemented in the case study reflects how “the work’s findings are the result of the
experiences and ideas of the informants, rather than the characteristics and preferences of the
researcher” (Shenton, 2004. P.72). Additionally, I implemented an audit trail technique that
established the participants’ preconceptions and biases to ensure another component of
trustworthiness for this study. An audit trail also provided a record to support the findings of my
research (Shenton, 2004).
Ethical Principles
From an ethics perspective, Lichtman (2017) developed nine major principles
associated with ethical conduct when performing and reporting qualitative research (see
Appendix B). The nine major principles are: do no harm, privacy and anonymity,
confidentiality, informed consent, rapport and friendship, intrusiveness, inappropriate behavior,
data interpretation, and data ownership and rewards. These principles are used as ethical
guidelines when conducting research.
According to McGinn and Bosacki (2004), beginning researchers who have knowledge of
ethical standards and continues to learn about “methodological decisions” (p. 16) continue to be
guided by the principles Lichtman developed and “will adopt a commitment to becoming
morally responsible researchers” (McGinn & Bosacki, 2004, p. 16). Researchers are required to
retain their ethics, especially when completing Case Studies. Case Studies are subjective and
need a form of checks and balances, such as the principles Lichtman provides to ensure that the
research is completed objectively to answer the research questions posed. By providing privacy,
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anonymity, and confidentiality for this study, I did not cause any harm to the participants. I also
provided informed consent before and during any research taking place and refrained from being
intrusive with my participants as much as possible. I kept a friendly and professional rapport
with my participants and did not exhibit any inappropriate behavior that would cause participants
and others associated with the study to question my judgement, the information or data and its
ownership that was collected during this period of time. If for any reason, I believed that I had
violated one of the nine ethical principles, I would have discontinued the research immediately to
minimize the risk of causing or inflicting harm to someone.
Summary
Similar to chain links in a chain, areas such as worldview, research traditions, the role of
the researcher, context of study, participants, data collection, data analysis, strategies to ensure
trustworthiness, and ethical principles were the individual links that established the groundwork
for this qualitative study. By establishing the connections between the conceptual framework
grounded in Social Constructivism and theoretical framework based on the viewpoint presented
by Creswell (2013) and Stake (1995), the areas within the methodology of this qualitative case
study became more clearly understood. Each link provided a more definitive pathway to the next,
and as a result, the research question and goals of this case study became more robust and
interconnected. Thus, the methodology became stronger and more transparent, providing other
researchers with the opportunity to review and enhance the study in the future if they chose to do
so.
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CHAPTER FOUR
Findings
The purpose of this study was to examine the practices and perspectives of family
engagement that teachers at Pocahontas High School were using to support student learning and
enhance student-teacher relationships in their classroom. The findings of this qualitative case
study were developed from data collected from the primary data source of the open-ended semistructured questions presented in an interview and subsequent follow-up interview. The data
collected was developed and organized by thematic analysis, which was supported by direct
quotes taken from the participants. The participants’ direct quotes were also used as thick rich
description and informed analysis to provide evidence and validation. The categories were
organized by keywords or phrases, themes and relationships through First Cycle Coding and
Second Cycle Coding (Miles et. al., 2014). The findings derived from these categories were used
as guides that provided answers to the two research questions posed in this study. The following
three themes emerged from the interviews and follow-up interview questions: (a) family, (b)
teacher practices and perspectives, and (c) school leadership. Additionally, the overarching
theme of equality and equity that permeated the topic of family engagement is discussed after the
analysis. The table below provides an outline of the participants and their roles and contributions
to the data for this study.
Table 4
Participants, Roles & Contributions
Participant Pseudonym

Role in study

“Abby”

Classroom Teacher

Contributions to the Data
•
•
•

Individual Interview
Follow-up Interview
Documentation of
Family Engagement
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“Becky”

Classroom Teacher

•
•
•

“Chris”

Classroom Teacher

“Dan”

Classroom Teacher

•
•
•
•

Individual Interview
Follow-up Interview
Documentation of
Family Engagement
Individual Interview
Follow-up Interview
Individual Interview
Follow-up Interview

Data Description Process
Data Collection Process
Data was collected through one-to-one open-ended, semi-structured interviews. The
initial intent at the beginning of the interview was to establish a rapport with the participant by
asking about their background as an educator, which also began to establish each participant’s
perspective as a classroom teacher. During the follow-up interviews, more questions were asked
regarding the participant’s educational background, why they became a teacher and their
motivation that surrounded and propelled them to continue in the field of teaching. The interview
questions then shifted focus onto the topic of family engagement, and the questions were based
on the participant’s perspective as a current classroom teacher. By using open-ended, semistructured interview questions for both the original interviews and follow-up interviews,
participants were able to elaborate on their answers if they chose to do so. All participants
elected to provide previous experiences to provide context of their perspectives on the topics
discussed in the interviews.
During the time of the research, a global pandemic involving COVID-19 struck the
United States. I began collecting data for the case study while the State of Georgia was still
under a State of Public Health Emergency, and social distancing restrictions were in place on
county, city, and state levels (Georgia.gov, 2020). Pocahontas High School, as well as all other
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schools in the state of Georgia and across the United States, were mandated to physically close
and were mandated the use technology to learn online rather than face-to-face learning as a way
to continue school curriculums beginning March 16, 2020. The school year for Pocahontas High
School traditionally ends at the end of May each year, with personnel having the ability to access
the building until the end of June. However, with the COVID-19 pandemic restrictions still in
place, Pocahontas High School continued to be physically closed for the summer to all nonessential personnel. Therefore, I collected the primary data via video conferencing using Google
Meet and Skype. The analysis and interpretation of the data collected was based on the
interpretation of the participants’ perspectives and perceptions of the questions posed.
Data Analysis Procedures
I sent ten potential participants emails with an explanation of the study with consent
forms attached (see Appendix C) and asked them to contact me via email, phone, or text if they
were willing to volunteer to participate. The names were given to me by the assistant principal of
Pocahontas High School. The potential participants were selected by the assistant principal based
on 1) who he thought would be willing to participate in the study and 2) the criteria that was
provided to him to fulfill my original request for the study. Below, Table 5 shows the criteria that
each teacher in the study needed to fulfill to become a participant of the study and educational
attainment of each participant. The criteria to participate in the study included at least two of the
four participants being of a different gender, each teacher needed to have taught full-time in a
Pocahontas High School classroom for at least one year, each of the teachers must have currently
taught a subject (academic or elective) that was not the same as the other participants, and they
must have been available to interview for at least one interview and one follow-up interview as
necessary.
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Table 5
Fulfillment of Criteria by Participants of Study
Participant
Pseudonym

Educational
Attainment

Years
Teaching
Experience

Number of
School Districts
Previously
Employed With

Teaching
as a
Second
Career

Courses
Participant
Most Recently
Taught

Subject(s)
Currently Taught
in Classroom

Completed at
Least One
Interview
and One
Follow-up
Interview
Yes

Meet
Criteria to
Participate
in Study

Abby

Specialist
Degree

12 years

1 District

Yes

American
Literature,
Technical Writing
for College
Readiness

Becky

Specialist
Degree

17 years

4 Districts

No

Chris

Specialist
Degree

38 years

2 Districts

No

Dan

Master’s
Degree

7 years

1 District

Yes

Certified general
education on the
high school level
(i.e., American
Literature,
Technical Writing
for College
Readiness)
Certified for
Spanish I, Spanish
II and to be an
administrator on
all educational
levels
Certified in
general education
social studies at
the high school
level (i.e., U. S.
History, World
History)
Certified in
general education
and Special
Education at the
high school level
(i.e.,
Environmental
Science, Physical
Science, Biology,
U.S. History,
Economics, World
History, and core
curriculum
subjects in Special
Education)

Spanish I, Spanish
II

Yes

Yes

U. S. History,
World History

Yes

Yes

Special Education
Co-Taught
Environmental
Science, Special
Education CoTaught Biology

Yes

Yes

After approximately one week, I received confirmation that two male teachers and two
female teachers were willing to volunteer for the study. I began scheduling appointments to
interview each participant. After a period of approximately 3 weeks, I was able to complete the
initial interview and a follow-up interview for each of the four participants. Because of the
summer break, and people sheltering in place due to the pandemic with everyone’s schedule was
more flexible so getting the interviews scheduled was easier than it may have otherwise been.

Yes
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Once the original and follow-up interviews were complete, I organized the field notes
written during each interview. The field notes allowed me to internalize what was being said by
the participant and identify responses that I felt were insightful and would help to develop and
enhance the conversation further. As the participants expanded on their answers, I was able to
gain more perspective of the topics presented in the discussion. Additionally, I wrote prompts or
questions to further develop at a later time to use during the follow-up interviews with the
participants. The questions that developed during the original interview allowed me to also gain
knowledge and a deeper understanding of the participants’ perspectives surrounding the topics
and sub-topics posed.
When each interview and follow-up interview was completed, I uploaded the audio
recordings to the app Transcribe (Denivip, 2020), to electronically transcribe the conversations
using a timestamp. I carefully listened and compared each transcript with the audio recording to
ensure accuracy of the transcripts and fidelity of the overall data gathered. I noted when there
was laughter or other utterances to give emphasis of each participant’s answers that they gave
during the interview process.
After the comparison of the audio recording and transcription was completed, I began to
highlight the actual responses of each question from each participant within the transcripts of
both the original and follow-up interviews. I used the Word Cloud (figure 2) feature as the initial
coding process from the computer-assisted qualitative data analysis program known as Atlas.ti
(Scientific Software Development, 2020). Atlas.ti is an acronym used for Archive für Technik,
Lebenswelt und Alltagssprache, which translates as “Archive for Technology, Lifeworld and
Everyday Language.text interpretation” (Frey, 2018). I uploaded all of the responses from the
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interview questions from both the primary and follow-up interviews to provide an initial coding
result to begin analyzing the data to reveal keywords and phrases from the interviews.
Figure 2
Word Cloud

The Word Cloud feature from Atlas.ti was used in the “typewriter” style to provide an
initial evaluation and visualization of the responses received from the interviewees (Saldana,
2016). This type of analysis allowed me the opportunity to reveal emerging patterns or themes
that could be explored in more depth (Miles, et al., 2014). While the results of the Word Cloud
revealed frequency of words used in the interviews, the emergence of codes began to help
breakdown the data collected (Saldana, 2016). The next step was to begin a more in-depth
analysis of primary data by using the qualitative data analysis using First Cycle Coding and
Second Cycle Coding developed by Miles, Huberman, and Saldana (2014).
I sorted the responses by the interview questions asked and then developed categories
through the “In Vivo” coding method (Saldana, 2016). This type of coding uses thick, rich
descriptions within the data to identify key words within the interview and is a part of the First
Cycle Coding (Miles et. al., 2014). The purpose of the “In Vivo” coding method is to develop
categories in which information can be grouped (Saldana, 2016). Key words that emerged

76
included family, engagement, practice, and experiences. As the categories began to emerge, I
continued to look more closely for patterns that linked the key words and phrases. General
categories for the First Cycle Coding included: equity and equality, surface level availability
from teachers, teachers’ definitions of family engagement practices, role of family engagement
practices in the classroom, socioeconomic and education status, training and PLC, type of
communication to parent, relationship/partnership building, teacher recognition, positive
experiences with family engagement practices, negative experiences with family engagement
practices, family engagement perspectives about school leadership, and practices to promote
family engagement. The key words and phrases can be reorganized by grouping the categories
into pattern codes (Miles, et al., 2014). Miles, Huberman, and Saldana (2014) note that a
refinement of categories could lead to a connection between relationships during the analysis
process. Comparisons and contrasts were made within the category of the interview questions
only and then regrouped. From this regrouping of responses, the patterns of key words and
phrases continued to develop and emerge that then formed themes and relationships. Three
common themes that emerged from this study are engaging family, teacher practices and
perspectives, and school leadership, which I describe within the context of each research
question.
Research Question One
How do current family engagement practices promoted by teachers at Pocahontas High
School develop student learning in the classroom?
Engaging Family Members
According to the participants, the influence of family members, including the
development, the establishment, and the maintaining of an on-going relationship, is important to
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support student learning in the classroom. Abby stated, “I think when they [family members]
understand the big picture, then it helps them understand the context of what we're asking the
students to do, so I think it helps.” This statement from Abby indicated that she felt parental
support improved if clarification of the expected learning outcome was communicated to the
parents. During their individual interviews, all participants also expressed that relationships and
partnership with family members only improved student participation, motivation, and behavior
in the classroom. Chris stated, “If you talk to the parent, you’re going to have more success with
the kid.” Chris elaborated that without support of family members, teaching students became
more challenging behaviorally in the classroom which impedes their ability to learn overall.
The participants acknowledged the influence that family members had with students, the
relationships built between family members and teachers, coupled with the socioeconomic and
educational status of the parents as factors that increased student learning in the classroom. The
willingness of family members to engage with teachers was expressed as another factor that
impacted student learning. The participants also acknowledged available technology platforms,
rather than traditional methods of parent-teacher communication, enhanced the frequency and
depth of family and teacher engagement. Specific Technology Used by Teachers to Engage
Family Members was reflected by the following interview excerpts:
Table 6
Summary of Participant Responses Related to Specific Technology Used by Teachers
Participants
Abby, original
interview

Specific Technology Used by Teachers to Engage Family Members
Invite parent to join the parent view of Google Classroom (this will change
[be]cause we now use itsLearning), make telephone calls/introductions at the
start of the semester, send emails to share information, send home letters to
share information, post information on Infinite Campus, post information on
class website.
Becky, original Remind [101], Infinite Campus, emails, Twitter.
interview
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Chris, original
interview

Dan, original
interview

Infinite Campus. Keep open communication with parents. It is vital to
maintaining parental involvement in the student’s coursework. At the
beginning of each semester, I have a syllabus that is signed by the parents
and students and returned.
To maintain communication, give parent options and ask their opinion about
child’s education. Email, phone, tries to respond immediately
Parent has concern or question, I try to solve it or find a solution.

These quotes illustrate the willingness and availability of Abby, Becky, Chris, and Dan to
engage family members with both technology platforms and more traditional means of
communication. Communication can aim for either family involvement or family engagement.
Types of communications that the teachers reported appear to aim at family involvement rather
than family engagement. While Dan described in the excerpt above that he wanted
communication, he also recognized he had to be available to family members. He illustrated this
when he stated, “You have to be flexible and work when the family is available to be engaged
and how they can be engaged.” Chris further expressed he believed teachers needed to make
initial contact with the family members when he stated, “Yeah, well, my viewpoint is that you
[the teacher] need to make contact.” Chris’ elaboration further illustrated that family engagement
was a willingness and interest by both family members and the teacher to meet the educational
needs of the student. Becky elaborated by saying, “Non-traditional methods of engaging
families, that takes time,” but while teachers may be accustomed to using various technology
platforms, some family members may only utilize technology they are familiar with such as
social media, thus hindering communication. While the participants are using media outlets and
traditional ways of communication such as phone calls, they are attempting to make genuine
attempts by applying different types of family engagement strategies and techniques to allow
family members with the opportunity to reciprocate.
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While Abby and Becky acknowledged that Pocahontas High School did not currently
offer programs such as General Education Development (GED) programs, Financial Aid
Application Assistance Night, and Parent University, they believed these programs would
increase family engagement practices. Becky explained that family members needed help and
explanations to further aid their student in areas with which they were unfamiliar, such as college
entrance requirements and applications. She illustrated her viewpoint by expressing that if
teachers promoted programs such as ‘Parent University’ and encouraged family members and
students to “go to a session on ‘this is what a college process looks like for a student,”
interactions between family members, faculty and staff would be strengthened. Events/Program
Suggestions to Increase Family Engagement was also illustrated by the following interview
excerpts:
Table 7
Summary of Participant Responses Related to Program Suggestions
Participants
Abby, original
interview

Events/Program Suggestions to Increase Family Engagement
Financial aid night, you know like to help fill out forms the counseling office
does that we had a principal a couple years ago.

It was like huge advisement night, and the parents would come in and be
able to talk to teachers and figure out kind of the career plans to go and
actually sit down with the teachers one-on-one, not just go into the
auditorium and look at a PowerPoint, because a lot of times it just doesn't
translate to someone sitting there, you know. Like it helps if you're like
physically talking with someone and like trying to figure out your child's
schedule.
Becky, original I love the idea of a Parent University. You know, I mean like on a Saturday
interview
where it's just a one Saturday through the whole year, you know, just a one
Saturday and it's you know, if they need help with literacy. If you need help
with Infinite Campus, if they need help with job application, whatever that
is.
Chris, original Well, you know we have committees. Here at the high school level, Dr.
interview
W**** [former superintendent] I mean, Mr. W*** [current principal]
sponsors and it's always something, you know. People outside the high
school, you know, they didn't necessarily have to have kids there. But you
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know, he tries to improve community relations through that and you can
serve on those committees if you want to.

Dan, original
interview

You know, I think it has. I think what you get that from that is like different
perspectives, not just a teacher's perspective, you know and different
perspectives like the sheriff, you know, like the safety thing now which was
great, and the Sheriff was really involved, you know, and you know basis
people would come there and they would talk to different classes and it was
you know, it was that community relations thing.
Well, we also at the school, we have to communicate with the parents at
least three times a semester for all students whether good or bad.
We could invite parents to come in to talk about those issues.

Teacher Practices and Perspectives
Each of the participants provided their own perspective concerning aspects of family
engagement during their individual interviews. Chris and Dan believed that communication with
family and providing family members opportunities to participate in students’ education affected
family engagement. Chris expressed that some school events such as open houses were events
that did not attract the family members who would benefit the most from the engagement aspect.
Chris stated, “more engagement by especially the students [who] are lacking, now that would be
great.” Dan further echoed this viewpoint when he stated, “Whether it's for Special Ed[ucation]
students and their IEPs [Individualized Education Programs], or if Regular Ed[ucation] students
and/or [all] going on field trips or coming to parent-teacher nights and all that stuff where
families are all have the opportunity to participate in their child's education.”
Abby, Becky, and Dan identified differences in equity and equality as it relates to the
field of education. Abby, Beth, Chris, and Dan provided explanations of how they implement
changes in their classrooms to ensure that all students were provided for equally. Utilizing
textbooks was the most common response of Abby, Beth, and Dan as an example of treating
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students equally. Chris provided an explanation for equality and equity and acknowledged that
equality and equity were similar. However, Chris also stated, “I don’t think there is equality and
equity in education. Kids with learning disorders have to take the same state test. That’s not
equality or equity.” Chris followed up his explanation by saying, “We’re trying to do the best we
can for our students.”
Becky indicated that while the diversity within Pocahontas High School was relatively
low, inequality and inequity occurred within the classroom based on students’ socioeconomic
status and last names of students connected to current and past pertinent community members.
She stated, “it’s ….kind of broken up between working class. It's broken up between whose
name. Whose last name do you have[?]…it’s [the] last name you have [that] is… it's a
completely different dynamic than I've ever taught at before. Though the race is the same, it’s
more about the economic backgrounds.” Becky believed students naturally divided based on
these two factors rather than ethnic differences, thus straining the teacher-student relationship
within the classroom. She explained that many of her students had pre-conceived perceptions of
themselves or others in the classes that she taught and were not willing to look past their own
perceptions to interact socially or extend beyond academically to allow themselves to learn or
socialize with others without being ridiculed by their peers. Becky indicated that she believed
families were more worried about social interactions and social standings within the community
than encouraging student participation.
Abby echoed a similar perspective regarding low diversity at the high school, however,
students’ socioeconomic status was a prominent factor of equality and equity discrepancies she
could identify within her classroom. Abby described several events that had occurred in her
classroom since she began teaching at Pocahontas High School twelve years ago. She provided
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an overview of her perspective regarding equality and equity and family engagement when she
stated, “From what I see, I see a socio-economic status. See the people who have money have
even in public education have better opportunities to public education than people who do not
come from money. Okay, so I think financially, it's huge…and I see that in my classes
particularly.”
Becky, Chris, and Dan indicated they had positive experiences with family members and
students using family engagement practices to support student learning. They believed the
positive results were what motivated them to continue to use family engagement practices in
their classrooms. Abby, Becky, Chris, and Dan each acknowledged the receipt of some type of
teacher recognition in the form of a ‘thank you’ email, phone call, or a response in a school
approved social media post providing general validation that the practices of family engagement
they utilized helped promote and strengthen student learning. Positive Experiences with Family
Members and Students Using Family Engagement Practices was reflected by the following
interview excerpt:
Table 8
Summary of Participant Responses Regarding Positive Experiences with Family Engagement
Participants

Positive Experiences with Family Members Using Family Engagement
Practices
Abby, original Because we are a small community. So I feel like the more people who know
interview
and who are involved, you know, like it then it's more like if you see a kid
out doing something like kicking the vending machine or smoking in Ro***
Park then maybe you'll like walk up to that kid and be like, hey, that's not
such a good idea, you know, like take more of a community interest in our
children.
Becky, original Several parents responding to Infinite Campus messages, along with
interview
Remind. They like being in the know.
Chris, original
interview

Well, the positive is, you know, I get great response. If I, if I engage the
parents, you can tell the difference as far as the students go.
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Yeah at the end, their parents wrote me the most, it was a very nice note
about how much work that I’ve done together and all this stuff. You know,
that meant, really makes you feel good that a parent recognizes that you're
working hard to help their kid.
Dan, original
interview

One parent called in to thank me for helping their student.

These quotes provided perspective from the participants regarding the experiences they
encountered when interacting with family members using family engagement practices. Becky
indicated that she received responses from family members ranging from commenting positively
to questions asking for more information.
School Leadership
Abby, Becky, Chris, and Dan acknowledged that the school leadership did not consistently
provide directives regarding how teachers should promote, use, and maintain family engagement
practices in the classroom. As a result, the participants expressed indifference about the
administration’s lack of direction in supporting student learning in the classroom. Abby, Becky,
Chris, and Dan each expressed that they would not be opposed to more involvement from school
leadership. Abby noted she felt her current principal had been put in a difficult position of “just
reacting against whatever thing is going on in the community” rather than being able “to be a
leader for teachers.” However, Chris believed the current principal had tried to make an effort to
support family engagement. He stated, “A lot of time, the school [the school district] directed
what Mr. *** does, too.” Abby, Becky, Chris, and Dan also believed allowing the teachers to
decide what was best for their classrooms provided more autonomy that would result in a more
authentic and genuine development and continued maintenance of the teacher-student
relationship rather than a scripted and impersonal format. Abby also illustrated this finding when
she stated, “I guess it and it was kind of that mandate you must make three positive phone calls
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or contacts and then it came across as this highly prescriptive kind of thing.” The perception
Abby conveyed was administrative mandates to contact family members were not genuine and
served no real purpose.
Becky could not recall any family engagement trainings provided by the school district
that would either indirectly or directly affect any family engagement practices in her classroom.
Recall of Family Engagement Trainings is illustrated by the following interview excerpt:
Table 9
Summary of Participant Responses Regarding Family Engagement Trainings
Participants
Abby, original
interview
Becky, original
interview

Recall of Family Engagement Trainings
So, I think that probably interestingly enough one of the best trainings that
we had and this was the hokiest training was with Mindset Steve his whole
de-escalation thing and that wasn't so much with like family engagement.
You know, but no, I've we've never had training. We've never really had
discussions about it.

Chris, original
interview

Yeah, I think so. Well anytime we have these meetings and parents are
going to play a large part in the meetings, anything that we have any kind of
you know, an educational thing that we do, you know, it's trying to get more
communication with the parents.

Dan, original
interview

Not from the school district, no. Well not during my bachelor's degree, but
during my master's degree of training for family engagement.

Abby and Chris expressed knowledge of school held committees to engage family
members and members of the community to provide a voice regarding the direction of the
school. Both participants also expressed that they were not part of these committees and did not
believe that they directly affected how they promoted and used family engagement practices
within their classrooms.
Overall Impact of Research Question One
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Family engagement practices promoted by teachers at Pocahontas High School to
develop student learning in the classroom were coded as Definition of Family Engagement. The
participants were asked what role family engagement played in their classrooms, and their
responses were illustrated by their direct quotes.
Table 10
Summary of Participant Definitions of Family Engagement
Participants
Abby, original
interview
Becky, original
interview

Chris, original
interview
Dan, original
interview

Definition of Family Engagement
I think family engagement is like being aware of what's happening with your
[own] child in school.
Family engagement is when parents are connected to their local campuses;
they're connected to what's going on and their students’ schooling, whether
that's school events, whether that's what's for lunch on the menu or
academics. There are all levels of family engagement.
Family engagement is where parents are interested in their child's
educational needs.
Family engagement, I think would be the family's role in determining what's
best for the child in education.

The participants’ perspectives and perceptions noted in their responses reflected a general
knowledge of family engagement which guided their family engagement practices being
promoted and used in their classrooms. Exactly what practices were applied to implement
family engagement within the classroom and/or with family members was not made clear.
Research Question Two
Engaging Family Members
All of the participants believed family engagement practices enhanced their teacherstudent relationship in the classroom. Abby, Becky, Chris, and Dan believed the family
engagement practices they promoted and utilized in the classroom had a direct impact on the
teacher-student relationship. Abby stated that she provided comments on submitted assignments
on the school approved grading platform (Infinite Campus) to provide parents with the
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opportunity to engage her about the students grades by assignment or overall. She elaborated
that she believed providing comments allowed parents to ask more meaningful questions about
the curriculum content, student participation, and student preparedness within the classroom.
Becky noted similar feelings about providing information about using technology that family
members got directly without using the student as a third-party. This allowed family members to
respond, comment, and/or ask questions immediately as they saw the information on their
devices and could stay up to date with the curriculum, assignments, and events occurring in her
classroom. She further explained that this information could lead to family members discussing
the events of the class with students, bringing a full-circle approach between the teacher, family
member and student. Abby and Dan believed that seeing students within the community, such as
after-school sporting events, enhanced the teacher-student relationship as well as the teacherfamily member relationship. This was evidenced by Dan’s statement, “I guess the positive thing
would be connecting to parents outside of everyday school.” Abby, Chris, and Dan lived in the
same county as Pocahontas High School; however, all participants believed that seeing current
students in the community provided an extra factor of support to the teacher-student relationship
in the classroom. Abby stated, “Yes. The benefits are that I feel like I'm in touch with my
students and their families. I kind of have a reference point of where they're coming from, and I
also see them out in the community.” Abby relayed specific instances about seeing students
and/or family members out in the community in non-related activities.
Teacher Practices and Perspectives
All of the participants believed the family engagement practices used in their classrooms
had a direct impact on these students and their family members which enhanced the teacherstudent relationship. The family engagement practices used in the classroom included the use of
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technology to add comments to assignments for family members to view and respond/contact,
post assignment/project reminders, classroom and school event alerts, and phone calls and/or
emails to family members to discuss student progress, discipline issues and attendance. Abby,
Becky, Chris, and Dan indicated that parent-teacher response to communication on school
approved media outlets also facilitated the student-teacher relationship. By the teacher being
recognized by a family member through correspondence or through social media, Abby, Becky,
Chris, and Dan indicated they believed the overall teacher-student relationship (with the specific
student related to those connections) was enhanced within the classroom. Positive experiences
were shared by Becky, Chris, and Dan. Continued Support for Students and Their Families was
illustrated by the following interview excerpts:
Table 11
Summary of Participant Responses to Continued Support for Students and Families
Participants
Abby, followup interview

Continued Support for Students and Their Families
I can't speak to larger communities, but I would definitely say in our small
community like it is something that I think is important, and it's something
that I feel like we should try to cultivate more, and I feel like that if we
continue to do that, like, if we make it a partnership as opposed to I get to us
against them.
Becky, original There are all levels of family engagement…[family engagement] is like a
interview
three-tiered system… [student’s and family’s need] support from our campus
to be able to reach their post-graduation goals, whatever it is that they want
to pursue after.
Chris, original I want them to know that they can talk [to me].
interview
[I have] tried, you know to make sure they understand how important this
[student success] is, and I want them to succeed and that includes family
because I always include their parents in that.
Dan, original
I had one student that was being raised by his grandparents and where
interview
they're really nice people and they weren't having a hard time with him. He
was always respectful and everything or he come from a hard life, so the
grandparents were doing the best they could to be supportive, and they were
always open to communication from the school system, and I actually go to,
I went to the funeral of one of the grandparents and the other grandparent
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that I knew, she was real thankful that I had showed up and knew that I cared
about her and her grandson.
The perspective that Dan provided regarding positive experiences illustrated his
willingness to engage with the student and family member outside of the classroom to support
the student through an impactful event. Additionally, all participants strongly believed that while
equity and equality, as well as socioeconomic and family educational status, did not specifically
play a role in allowing the participants as teachers to build and maintain a teacher-student
relationship in the classroom, it was an area of concern that is discussed later in this chapter.
School Leadership
Abby, Becky, Chris, and Dan believed school leadership had an impact on their teacherstudent relations in the classroom. From the participants’ perspective, school leadership enhanced
the teacher-student relationship. While Abby, Becky, and Dan suggested ways school leadership
could promote family engagement events or programs within the school, all of the participants
indicated that providing events and programs at Pocahontas High School would enhance teacherstudent relationships, especially as they were directly affected by having a family member
benefit from the events and programs. All participants recognized that the school had provided
designated nights to ask questions, discuss, and/or receive help with paperwork regarding dualenrollment opportunities, college and technical school applications, and completing financial aid
assistance paperwork. School Leadership Impacts Teacher’s Perspective About Family
Engagement is illustrated by the following interview excerpts:
Table 12
Summary of Participant Responses Regarding School Leadership
Participants

School Leadership Impacts Teachers’ Perspective About Family
Engagement
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Abby, original
interview
Becky, original
interview
Chris, original
interview
Dan, original
interview

It always seems like there's just not that communication at the high school
level.
No, I think they desire to have family engagement. Like I think that they
would love to see more families involved in outside of just being concerned
about discipline or if it is a child is failing a class.
It’s all about school morale and all of that stuff. You can really tell the
difference.
Definitely – depending on what the administration, depends on what the
teachers will do.

Abby and Becky elaborated on this point and provided suggestions of how to engage
family members on a school level and how this type of engagement was considered useful. Dan
suggested the more frequent use of translators and paperwork or information during school-wide
events or programs in the family members’ native language. Abby and Becky both suggested
programs such as a ‘Parent University’ or a wrap-around service such as a ‘Study Hall Night.’
Abby and Becky both described the focus of ‘Parent University’ and ‘Study Hall Night’ as way
to engage family members in an after-school or weekend event to aid with a variety of topics
from student/family member technology assistance, financial aid assistance, or events that would
benefit the family members such as GED classes. Abby, Becky, and Dan believed these
suggestions of events and programs would help family members navigate and become engaged
with events, activities, and programs beyond the sports-related events offered regularly at
Pocahontas High School.
Overall Impact of Research Question Two
Abby, Becky, Chris, and Dan were asked whether they considered family engagement
practices to enhance or inhibit their ability to teach the required curriculum. The direct quotes
revealed each participants’ perspective and was noted as Enhance or Inhibit.
Table 13
Summary of Participant Responses to Enhance or Inhibit
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Participants
Abby, followup interview
Becky, followup interview
Chris, follow-up
interview
Dan, follow-up
interview

Enhance or Inhibit
I definitely think it, when parents understand the point, I definitely think it
helps.
Enhances. Well, if they are engaged, then we're on the same page.
Well, it just depends really. [Participant did not elaborate further].
It definitely enhances it.

Overall, the responses of the participants indicated that family engagement practices
enhanced the relationships between the students and the teachers within the classroom.
Overarching Theme
Equality and Equity
The overarching theme in this case study revealed the participants noted the lack of
equality and equity in the classroom as problematic. During the participant interviews, each
teacher expressed that equality and equity in the classroom were necessary for family
engagement outcomes to have long-term effectiveness. Abby, Becky, Chris, and Dan
acknowledged that equality and equity was a significant factor in their students’ educational
opportunities. The quotes shown in Table 14 provided examples and illustrated the participants’
overall concern regarding equality and equity.
Table 14
Participant Concerns Regarding Equality and Equity
Participants
Concerns Regarding Equality and Equity
Abby, original See the people who have money have, even in public education, have better
interview
opportunities to public education than people who do not come from money.
Okay, so I think financially, it's huge…and I see that in my classes
particularly. Generally speaking, I find that the parents of the children, like
for example if I have to attend an IEP meeting, I find that those parents are
way more supportive of the teachers than the parents in let’s say an AP class,
and this is just based on my personal experience.
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Becky,
original
interview

When I talk about, I said we're talking to equity. It's the support that you're
giving students no matter what their backgrounds are. It's making sure that
students have fair and equitable opportunities, and we're talking about
inequality.
Jacobson [County] is receiving the same content, the same quality of
teachers, the same opportunities that a student in C**** County would
receive; does that make sense? I guess that's how equity plays into education
is allotting human capital like through teachers and content and resources to
all students across the board, not based on race or how far outside the
perimeter they live.

Chris, original Well, I don't think there is equality and equity in education. For example, you
interview
know the kids with learning disorders have to take that same state test. That's
not equality or equity.
Dan, original
Equality is all students have access to the same curriculum.
interview
Equity is making sure that its fair and balanced for all the students too.
What is equal for some might not be equity for others.
I was thinking that most of it has to do with whether the teacher’s been there
for a long time or it's a new teacher because most new teachers are willing to
try more things or do different things than the older teachers are who have
become set in their ways. It all comes back to how flexible the teacher is with
their classroom and how willing they are to try new things.

The quotes emphasized that these participants believed they were limited by their ability
to provide equity and equality to all students because of outside determinants, including family
and school leadership support. Chris stated that programs and initiatives supported by
administration from the school and district “play a huge role” which underscored his concern that
while teachers may have understood and practiced family engagement, from family members or
school leadership, their promotion of family engagement practices and effort to build and
maintain relationships with the students and their family members would have minimal impact
overall. Chris illustrated his perspective when he stated, “I don't know any teacher that doesn't
try to do their best for the kids. I haven't ever met one.” This statement indicated from his
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perspective and years as a classroom educator, that while teachers strived to build, maintain, and
further family engagement, their efforts must have been supported by others to have a larger and
more permanent impact.
The participants provided examples of programs and initiatives such as Parent University,
General Education Degree (GED) Equivalency classes, Financial Aid Application Assistance
Night, and Parent Volunteer as programs and/or initiatives to help provide support to family
members, which in turn provides support to the students outside of the classroom. All of the
participants believed these programs and initiatives helped promote family engagement in the
school and strengthened their own promotion of family engagement. Furthermore, Chris shared
that school committees with stakeholder input also helped the school focus on what community
members believed would help alleviate gaps seen in the community.
Summary
The findings of this chapter revealed the perspectives of family engagement practices by
teachers to better support student learning in their classrooms. Qualitatively, the study
established and linked relationships between the categories found within the primary source,
which included interviews and the secondary follow-up interviews of each participant. A closer
look at the study also revealed the perspectives the participants had regarding family engagement
practices as a primary factor to drive teacher decisions of how best to support student learning in
the classroom. Each participant expressed they believed engagement of family members by
establishing and maintaining contact and relationships provided support for learning to those
students. The participants within this case study expressed their educational background
knowledge, previous classroom experience working with students, and their current and previous
family interactions as a way to continue to guide the use of family engagement practices. The
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participants indicated that school leadership was the determining factor of how family
engagement was used in the classroom to support student learning. Each participant provided
their perspectives and acknowledged equality and equity as issues that could potentially limit
family engagement and students’ educational opportunities if family engagement was not
supported by teachers, families, and school leadership.
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CHAPTER FIVE
Discussion
The purpose of this qualitative case study was to investigate perspectives of family
engagement by teachers to better support student learning and student and teacher relationships
in the classroom in an effort to further improve students’ learning and development. Through
data analysis of the interviews with teachers, three findings were revealed, which included (a) the
importance of the use of technology to extend family engagement; (b) strengthening teacher selfefficacy through support of school leadership; and (c) the term family engagement is used
interchangeably with family involvement. An unexpected and overarching concern which was
derived from this qualitative case study involved educational equality and educational equity as
it related to family engagement and student progress in the classroom. Discussion of the findings
on a theoretical basis are presented within this chapter. The implications of the finding for
education practices are also discussed.
Finding 1: Importance of the Use of Technology to Extend Family Engagement
During the interviews that were focused on family engagement practices and ways to
improve student learning, teachers noted the importance of and the use of technology as an
avenue for continuing to extend family engagement into the classroom. They further noted the
decline of traditional face-to-face family engagement practices. With the use of technology,
teachers recognize that simple and quick communication such as a text or an email can elicit
immediate responses and prompt immediate action from students. As a result, issues could be
resolved more quickly, thus eliminating the lag time associated with the traditional process of
contact, which requires waiting for a family member to respond. The ability to receive answers
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and allow family members to make decisions almost instantaneously provides a more cohesive
connection between the teacher, student, and family member.
This recognition by the teachers of Pocahontas High School suggests that they had
adjusted their perspective and their practices within the classroom, independently incorporating
technology that would ultimately improve teacher-student relations to foster students’ learning
and development which would simultaneously continue encouraging family members to support
student learning within the classroom (Price-Mitchell, 2019). While the teachers of Pocahontas
High School stated that the COVID-19 pandemic changed the dynamics of what was considered
a traditional classroom setting, they also readily acknowledged that their practices and
perspectives became more flexible to accommodate the new classroom setting as it continued to
transform into an online, in person, and hybrid model. The increased use of technology also
suggested that the teachers were reaching a larger swath of family members to promote family
engagement practices to develop student learning in their classrooms (Price-Mitchell, 2019).
One of the challenges of being a teacher in a rural county as compared to a teacher in a
Title 1 setting where family engagement is mandated is the role and extent of family engagement
falls on the individual teachers rather than on school leadership. The ease and immediacy of
technology allows teachers to more seamlessly connect with students and family members. Even
though the school population may be more widely spread geographically, the communication is
just as immediate as in urban settings. Price-Mitchell (2019) suggests that “technology makes
new kinds of family engagement possible” and provides various communication apps and other
alternate means to communicate with family members. These alternate means of communication
include video summaries, photos, text messages, class notes, and other information that can be
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provided to family members for review and response. Additionally, current apps included
ClassDojo, Remind, Bloomz, and Seesaw (Price-Mitchell, 2019).
Lastly, the participants believed the incidence of interacting with students and family
members informally within the community was a positive benefit of being a teacher in a rural
county. Not only has technology provided teachers with a link to enhance family engagement
and the student-teacher relationship in the classroom, but technology enhanced the awareness of
activities and events happening in the community, allowing teachers to informally support and
participate in these programs and/or activities with more frequency. Although school and district
leadership are the entities that ultimately initiate, coordinate, and approve formal community
engagement programs and/or activities for the schools, the participants in this study indicated the
informal community family and student encounters positively impact teacher-family-student
relationships.
Finding 2: Strengthening Teacher Self-Efficacy Through Support from School Leadership
In the process of sharing the practices currently used to promote family engagement in
their classrooms, the teachers indicated a sense of positive self-efficacy in what they were
currently doing, but each independently elaborated on the need for support from campus
leadership to promote stronger family engagement. Teacher Self-Efficacy Theory, the idea that a
teacher’s own belief in their ability to influence events and experiences effectively and
efficiently for a desired result, is supported by the elaborations from teachers at Pocahontas High
School who suggest that their efforts would be further bolstered by an increase in school and
community events, separate from sporting events, to support family engagement practices.
Lacking professional development or specialized training, the teachers at Pocahontas
High School indicated that the family engagement practices they currently utilized were the

97
result of their individual teaching strengths and personal judgements. The implication that these
teachers used their “strong self-regulatory characteristic that enables teachers to use their
individual potential to enhance pupil’s learning” (Gavora, 2010, p. 18) should be noted. Gavora
(2010) also related teacher self-efficacy with “perseverance; the stronger the self-efficacy, the
greater the perseverance – and the greater the perseverance, the greater the likelihood that the
teaching behaviours will be successful” (p. 18). Interestingly, the teachers only provided positive
responses regarding the family engagement practices promoted in their classrooms, indicating
strong self-efficacy in their instinctive processes and procedures. These observations aligned
with Türkoglu, Cansoy, and Parlar (2020) who noted high teacher self-efficacy would “improve
teacher quality, strengthen student learning, and manage students’ problems” (p. 48).
Finding 3: The Term Family Engagement Used Interchangeably with Family Involvement
Throughout the interviews conducted, all of the teachers provided a general definition for
the term family engagement. They also provided a general term for the term parent involvement
and were able to identify the difference quickly. Many of the teachers were unable to provide
specific family engagement practices implemented in the classroom that were not through the
use of technology. The teachers also acknowledged that as teachers they were responsible for
engaging family members to improve student learning in the classroom. The strategies that were
provided offered more involvement or “demonstratable activities like attendance at school events
and reading to one’s child” (Jeynes, 2013, para. 1) rather than authentic engagement that
consisted of continuous interactions with two-way communication engaging family members to
discuss “what parents think, dream, and worry about” (Ferlazzo, 2011, p. 12). While the
teachers believed they were implementing true or authentic family engagement practices many of
the examples provided were sent out as invitations or the teacher initiating interactions with the
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family members, rather than the family member initiating the interaction with the teacher. This
type of interaction would suggest family involvement interactions rather than family engagement
interactions. Additionally, the teachers also acknowledged that connecting with family members
was much more difficult to develop, implement, and/or maintain with family members especially
as the students continue to grow and move to other classes. However, the teachers also noted that
interacting with family members and/or students at school events and in the community was
helpful to sustaining engagement as they believe the term family engagement is defined.
Baker, Wise, Kelley, & Skiba (2016) explain that family involvement and family
engagement are common terms that are often used interchangeably in the field of education.
Baker, et.al (2016) suggest that while the term is used by mistake by educators, the genuine
intent to engage family members is authentic and should not be discounted.
Quality of Evidence
A thorough review was completed to delineate the data during analysis. Data was
gathered from the interviews and follow-up interviews and analyzed based on the responses and
the literature review. As discussed in Chapter 3, possible researcher bias was provided. The
strategies implemented in this study, which included creditability, transferability, dependability,
and confirmability, were used to ensure that the quality of the evidence was credible to the
findings presented and the interpretation of the findings (Shenton, 2004). Clarifying researcher
bias, member checking, and thick rich descriptions were all used to validate the primary data
collected.
Limitations of this Study
A thorough review was completed to delineate the data during analysis, and data was
gathered from the interviews and follow-up interviews and then analyzed. Based on the
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responses, expanding the number of participants for the study would have yielded a greater
amount of useful data. One participant, although willing to be interviewed, provided responses
that did not directly answer the question asked, despite efforts by the interviewer. Since the
answers provided by this participant did not align with the questions, many of the responses
could not be clearly developed and utilized. As a result, the amount of data expected to be
collected from the four participants was reduced during the data analysis phase of the study. In
addition, the responses of one participant who had difficulty staying on topic and directly
answering the interview questions resulted in a limitation for this study in terms of the final data
utilized.
The lack of knowledge regarding the meaning and usage of the term family engagement
is one possible limitation for this study. While the participants were able to provide a definition
of the term family engagement and explain how family engagement is utilized in general terms,
the evidence provided by this study suggests that the participants may unintentionally use the
meaning of the term family involvement interchangeably with the term family engagement. The
perspectives that participants shared were insightful regarding the factors that were lacking on a
school-wide level as it pertains to family engagement. The participants’ responses were
inconsistent on how to explain or provide examples of how family engagement was developed,
maintained, and promoted in their classroom.
Implications
This study had many implications for family engagement in a rural high school setting.
By gaining a better understanding of family engagement from the perspectives of teachers, the
research provides a backdrop of how teachers can strengthen family engagement practices
promoted in their classrooms to enhance student learning. The literature review and the findings
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could be used as a reference by teachers, school/district personnel, family members, and
community stakeholders to provide guidance to better support teachers and family members to
ultimately strengthen the support of students who are located in a rural setting with similar
demographics.
The overarching theme of equity and equality emerged from this study. This theme
highlighted the efforts that still need to be made by teachers to improve the facilitation of family
engagement. The use of technology which connects family members, teachers, and students
immediately and personally to issues, events, and everyday routines within the classroom
became evident as a primary means to increase family engagement. By providing training to
better understand the term family engagement and how to implement strategies, techniques, and
approaches through the use of technology, the school district can foster the development of
stronger parent/family/school connections.
Summary
The data collected from the open-ended semi-structured interviews for this case study
provided a closer look at some of the factors impacting instruction and learning in this rural
North Georgia High School, primarily family-teacher relationships and school leadership.
Communication, technology, equity, equality, and socioeconomic status were also explored.
Bronfenbrenner’s Ecological Systems Theory and the Teacher Self-Efficacy Theory base of
Bandura’s Self-Efficacy Theory provided a theoretical framework which highlighted how the
relationships between teachers and family members influenced student development and
learning. Bronfenbrenner’s Ecological Systems Theory is based on a child’s development
through interactions and social relationships that are created and formed directly or indirectly
during a child’s formative years. The research from this qualitative study supported the idea that
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family engagement practices promoted by teachers played a significant role in student learning,
which was also supported by Bronfenbrenner’s Ecological Systems Theory.
The teachers who promoted family engagement practices in their classrooms at
Pocahontas High School enhanced the relationship between the teacher and the student. The
Teacher Self-Efficacy Theory, based on Bandura’s Self-Efficacy Theory, provides further
support that teachers who promoted family engagement practices in their classrooms at
Pocahontas High School enhanced the relationship between the teacher and the student based off
the teacher’s own beliefs in their abilities, practices, and perspectives of family engagement
within their own classroom. While the use of family engagement practices varied among the
participants, each participant agreed that engaging family members was key to student learning.
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APPENDIX A
Lichtman’s Nine Ethical Principles

1. Do No Harm
2. Privacy and Anonymity
3. Confidentiality
4. Informed Consent
5. Rapport and Friendship
6. Intrusiveness
7. Inappropriate Behavior
8. Data Interpretation
9. Data Ownership and Rewards
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APPENDIX B
Kennesaw State University IRB Approval Form
5/5/2020
Meredith Gulledge, Student
Educational Leadership
RE: Your follow-up submission of 5/5/2020, Study #20-508: Family Engagement: Current
Practices to Enhance Student Learning and Academic Success in the Classroom
Hello Ms. Gulledge,
Your application for the new study listed above has been administratively reviewed. This
study qualifies as exempt from continuing review under DHHS (OHRP) Title 45 CFR Part
46.101(b)(2) - Educational tests, surveys, interviews, observations of public behavior. The
consent procedures described in your application are in effect. You are free to conduct your
study.
COVID-19 REQUIREMENTS: CURRENTLY INTERVIEWS, FOCUS GROUPS, OR OBSERVATIONS
CAN ONLY BE CONDUCTED VIA PHONE OR VIDEO CONFERENCING. NO CONTACT
BETWEEN THE RESEARCHER(S) AND THE PARTICIPANTS IS PERMITTED UNTIL COVID-19
GUIDELINES ARE CHANGED OR PERMISSION IS GRANTED BY THE COLLEGE ADR.
NOTE: All surveys, recruitment flyers/emails, and consent forms must include the IRB study
number noted above, prominently displayed on the first page of all materials.
Please note that all proposed revisions to an exempt study require submission of a Progress
Report and IRB review prior to implementation to ensure that the study continues to fall
within an exempted category of research. A copy of revised documents with a description of
planned changes should be submitted to irb@kennesaw.edu for review and approval by
the IRB.
Please submit a Progress Report to close the study once it is complete.
Thank you for keeping the board informed of your activities. Contact
the IRB at irb@kennesaw.edu or at (470) 578-6407 if you have any questions or require
further information.
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Sincerely,
Christine Ziegler, Ph.D.
KSU Institutional Review Board, Director of Human Subjects Research
cc: kgray17@kennesaw.edu
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APPENDIX C
PARTICIPANT CONSENT COVER LETTER

CONSENT COVER LETTER
Title of Research Study: Teacher’s Perceptions of Family Engagement Practices in the Classroom
Researcher's Contact Information:
Meredith Gulledge
678-294-3276
mgulledg@students.kennesaw.edu

Introduction
You are being invited to take part in a research study conducted by Meredith Gulledge of Kennesaw State
University. Before you decide to participate in this study, you should read this form and ask questions
about anything that you do not understand.
Description of Project
The purpose of the study is study is to investigate teachers’ perceptions of family engagement practices
in the classroom as a way to enhance student learning and overall student academic success in the
classroom.
Explanation of Procedures
Participants will be interviewed using open-ended questions regarding the topic of family engagement
and family engagement related practices used in their classrooms.
Time Required
The interview conducted will take approximately 30-45 minutes to complete and possibly a follow-up
interview to clarify any questions that may arise which will take approximately 30 minutes.
Risks or Discomforts
There are no known risks anticipated because of taking part in this study.
Benefits
There are not direct benefits to the participants for taking part in the interviews.
Compensation
No compensation or incentives will be given to participants.
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Confidentiality
The results of this participation will be confidential. Identifiable information that is collected as a part of
the participant selection process will be reported in aggregate, but never in relation to specific participant
responses. By randomly coding participants, readers will never be able to associate any specific participant
response to a particular participant. Furthermore, during the data collection process, collected data will be
password protected. OneDrive, a password protected and location secured external hard drive will be
used when storing data. All studies excluding minors as participants will include language within the
consent document stating that only participants aged 18 and over may participate in the study.

Inclusion Criteria for Participation
You must be 18 years of age or older to participate in this study.

Statement of Understanding
The purpose of this research has been explained and my participation is voluntary. I have the right to
stop participation at any time without penalty. I understand that the research has no known risks, and I
will not be identified. By completing this survey, I am agreeing to participate in this research project.
____________________________________________________________________________________
THIS PAGE MAY BE REMOVED AND KEPT BY EACH PARTICIPANT
Research at Kennesaw State University that involves human participants is carried out under the
oversight of an Institutional Review Board. Questions or problems regarding these activities should be
addressed to the Institutional Review Board, Kennesaw State University, 585 Cobb Avenue, KH3417,
Kennesaw, GA 30144-5591, (470) 578-6407.
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APPENDIX D
Signed Consent Form to Participants

SIGNED CONSENT FORM
Title of Research Study: Teacher’s Perceptions of Family Engagement Practices in the Classroom
Researcher's Contact Information:
Meredith Gulledge
678-294-3276
mgulledg@students.kennesaw.edu

Introduction
You are being invited to take part in a research study conducted by Meredith Gulledge of Kennesaw State
University. Before you decide to participate in this study, you should read this form and ask questions
about anything that you do not understand.
Description of Project
The purpose of the study is study is to investigate teachers’ perceptions of family engagement practices
in the classroom as a way to enhance student learning and overall student academic success in the
classroom.
Explanation of Procedures
Participants will be interviewed using open-ended questions regarding the topic of family engagement
and family engagement related practices used in their classrooms.
Time Required
The interview conducted will take approximately 30-45 minutes to complete and possibly a follow-up
interview to clarify any questions that may arise which will take approximately 30 minutes.
Risks or Discomforts
There are no known risks anticipated because of taking part in this study
Benefits
There are not direct benefits to the participants for taking part in the interviews.

Compensation
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No compensation or incentives will be given to participants.
Confidentiality
The results of this participation will be anonymous. No identifying information will be collected. Collected
data will be password protected. OneDrive, a password protected and location secured external hard drive
will be used when storing data.
Inclusion Criteria for Participation
You must be 18 years of age or older to participate in this study.

Signed Consent
I agree and give my consent to participate in this research project. I understand that participation is
voluntary and that I may withdraw my consent at any time without penalty.

__________________________________________________
Signature of Participant or Authorized Representative, Date

___________________________________________________
Signature of Investigator, Date
____________________________________________________________________________________
PLEASE SIGN BOTH COPIES OF THIS FORM, KEEP ONE AND RETURN THE OTHER TO THE
INVESTIGATOR
Research at Kennesaw State University that involves human participants is carried out under the
oversight of an Institutional Review Board. Questions or problems regarding these activities should be
addressed to the Institutional Review Board, Kennesaw State University, 585 Cobb Avenue, KH3417,
Kennesaw, GA 30144-5591, (470) 578-6407.
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Appendix E
Interview Questions to be Used in Semi-Structured Interviews with Participants Currently
Employed at Pocahontas High School

How long have you been a teacher?
(Follow up question) What subject(s) do you currently teach?
How many years have you taught in Pocahontas County School District?
Have you taught in other counties other than Pocahontas County School District?
(If yes – follow up questions)
In what other counties have you taught?
How many years at each county (if more than one)?
Explain what you believe the terms equality and equity mean?
Do you believe that these terms are the same, similar, or different? Please explain.
What are your thoughts about equality and equity and the role they play in the field of
education?
Do the terms equality and equity play a role in your understanding of family
engagement? Please explain.
How do you define family engagement? What role do you think that family engagement
plays in your classroom?
Can you describe any training you have had on family engagement that was particularly
helpful?
(Depending on response – follow up questions)
Have you had training, or have you participated in a PLC on family engagement from
Pocahontas County School District and/or your school?
What training have you had in family engagement that was particularly helpful?
Describe the specific focus of the training?
Is there anything specific professionally or personally that would impede you from
participating in family engagement strategies, activities, and/or events in the classroom?
(If yes, follow up question)
Please explain.
What do you know about family engagement that you have already implemented?
(Follow up question)
When did you learn this?
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What are some ways that family engagement can be improved in your classroom?
(Possible follow up question)
Where specifically?
Do you feel that family engagement could be improved at your school?
(Possible follow up question)
What do you think the school could do to improve family engagement?
How do you feel family engagement is useful?
(Possible follow up questions based on response)
How is family engagement not useful?
Why do you think family engagement is or is not useful?
What are some positive experiences you have had with family engagement?
(Follow up questions depending on response)
Please explain the positive professional experience.
What negative experiences have you had with family engagement?

